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There are widespread claims that the university as we know it is in a process of 
transformation. If so, what characterises the current modernisation processes of the 
university? The goal of this thesis is to provide another piece in the ‘puzzle’, finding 
empirical evidence from grass root level for the stated change processes happening. This 
thesis looks at a fraction of this topic through one case study – the University of Oslo, and 
one element of the transformation – the teaching function and more specifically, the role of 
lifelong learning. Lifelong learning become a central policy issue in the mid-1990s. Being 
significantly different from the traditional studies, lifelong learning provides new challenges 
both for the academics and the administrators. The question emerges, to what extent lifelong 
learning has become a core activity for the university?  
The thesis adopts a case study approach, using a combination of quantitative and qualitative 
methods – analysing documents, semi-structured interviews and a small scale quantitative 
questionnaire. The combined use of methods was seen as appropriate to identify the 
empirical reality behind the plans and documental data, get information from various sources 
about the perceptions and experiences.  
A combination of resource dependency and neo-institutional theory is used as the theoretical 
framework, drawing on the characteristics of the university being an active manipulator of 
its environment and being an institution in a process perspective – going through processes 
of institutionalisation and deinstitutionalisation. Olsen’s (2005) four abstract visions of 
university provide a background to identify the values determining acceptable change.  
The results of this study indicate that there is a variety of approaches to lifelong learning 
within the institution, from minimal interest in lifelong learning to well-functioning lifelong 
learning coordination and course portfolios. Lifelong learning is stated as a legal 
responsibility of the universities, but for various reasons, not all departments have been 
equally eager to engage. The role of the central unit, UNIVETT is to an extent unclear, but 
recent developments could predict significant changes in the near future. While there is great 
enthusiasm, there is also some uncertainty over the roles and responsibilities. The conclusion 
is that while one can identify some elements of the process, lifelong learning has not been 
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Lifelong learning – “all learning activity undertaken throughout life, with the aim 
of improving knowledge, skills and competence, within a personal, civic, social 
and/or employment-related perspective” (European Commission definition) 
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Universities are becoming more important than ever. In the knowledge society, education 
and knowledge are central, in the words of Castells (2000): “The new economy is a people-
based economy. This means education”.  
Teaching is the oldest function of the universities, dating back long before we started 
thinking about universities as research-intensive institutions. For a long time changing 
conditions and new functions have been fulfilled by adding new layers on the various levels 
of the system: either new layers of governance, new layers of institutions with a different 
profile, or new layers of additional structural units within universities. Now the pact between 
the society and universities is being renegotiated, the institutional core of universities is 
being set under pressure. In extremes the very existence of universities is being questioned, 
articles and books with quite apocalyptic titles are being published one after another 
(Universities in Ruins, Universities in Crisis, The End of the University, etc). 
How influential are the change processes? One cannot take for granted that the changed 
rhetoric in government policy documents actually corresponds with changes at the 
institutional level or at the level of individual academics, empirical evidence is needed in 
order to study whether and to what extent change does take place, rather than merely 
assuming that change on one level also occurs on another (Bleiklie and Henkel 2005: 9-10).  
The explanations over what the change actually means differ to a great extent. Some talk 
about an identity crisis (Shattock 1995), some about a radical transformation, some talk 
about the death of universities and some about a bright new future. The viewpoint here 
follows that of Olsen (2007) – that the university is in a process of deinstitutionalisation and 
reinstitutionalisation – the pact is being renegotiated and during that, some profound 
changes are bound to take place. The excellent world class universities are assumed to 
increase the competitiveness of the country, as no one wants to loose the race, this results in 
what Olsen (2007) described as the TINA-syndrome (There Is No Alternative) – the 
alternatives in the reform processes are either to follow or to stagnate and disintegrate 
(ibid). Bourdieu saw the university as a self-preserving institution where different kinds of 
power are produced, circulated and reproduced, where the main essence in university was 
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the power struggle between academic, scientific and intellectual power, but his view of the 
university with symbolic capitalism is now being undermined by managerialism and 
capitalism (Delanty 2001). Academics all over the world are generally expected to become 
more accountable, more entrepreneurial, more competitive, more productive, more flexible 
and fulfilling various performance criteria. The knowledge society expects the universities 
to contribute to the economic wellbeing of the whole nation. The overall rhetoric is 
changing in nearly all systems and the pressures and expectations to the academe are 
increasing both internally and externally. With new layers of expectations, the universities 
are forced to alter themselves (Bleiklie 1998). The question of whether all this is “killing 
the goose that lays the academic golden eggs” has been raised (Meek 2003: 198). Have 
universities become “victims of their own success” (The Economist 1994)? Are the changes 
profoundly altering the very processes that have made universities so central to our societies 
– the production of new knowledge and transformation of existing knowledge? What does 
that mean for the university as an institution?  
This thesis examines these questions taking one example of these new expectations: the 
dynamics between traditional degree teaching and lifelong learning in the universities. 
Lifelong learning is a relatively new topic in higher education, magnified by the emergence 
of the knowledge society – it is not the capital or labour that are central, but knowledge.  
Questions remain whether universities have incorporated lifelong learning into the core, or 
whether the changes are happening in rhetoric and the institutional core is still being 
protected.  
While in its essence an analytical study, the process was not linear and rather started with a 
more general attempt to map the change and modernization processes (or perhaps crisis) in 
the modern university. However, during the process a more specific view had to be adopted. 
The topic covered in this master thesis is actually just a fraction of a larger theme – the 
changing of the modern university in all aspects. While this certainly is not a topic that has 
received little attention from researchers from all over the world, this thesis is an exploration 
of one aspect of an empirical reality of one institution.  
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1.1 Context  
The Norwegian higher education system is going through several reforms – opening up the 
regulatory frameworks for colleges to become universities when certain criteria are met, the 
Quality Reform, new quality assurance measures, the influence of the Bologna declaration 
and Lisbon process to name a few. This wave of reforms has put new pressures on higher 
education institutions.  
Often known for its welfare system, Norway provides an interesting case of strong belief in 
the public good aspect of higher education while struggling to adapt the higher education 
system within the new and more competitive environment world wide. The case institution, 
the University of Oslo, is hereby seen as balancing on the one side offering ‘free’ higher 
education, with open access and a wide range of subjects; and on the other hand there is the 
need to become more efficient and effective, be innovative, specialise - in order to achieve 
high international quality. Universities in Norway are expected to be more autonomous than 
before and find more diversified funding sources. The European higher education ideal has 
always been influenced by the involvement of the state; Norway is a prime example of 
universities struggling between the state interests and the market challenges.  
As a society, Norway is focused on the well-being of people through its welfare system. 
Currently, Norway is in a situation where the unemployment rate is record low, meaning that 
employees are offered various additional benefits; salaries are growing fast, meaning that 
people have more money to spend on private lifelong learning courses. There is continuous 
discussion around the need to update the skills and knowledge of people working in various 
parts of the public sector (teachers being a prime example). These conditions are fruitful for 
ideals of lifelong learning to grow – both as a basic component of a career/skills 
development, but also as a part of personal development.  
The higher education institutions in Norway can be argued to have a responsibility in 
offering lifelong learning, according to the law, lifelong learning should be an element of the 
objectives for the teaching function of the various institutions.  
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1.2 Problem formulation  
Three central themes can identified: (1) universities in the change process; (2) teaching as a 
core activity of the universities; (3) lifelong learning. The research problem can be 
formulated as: to what extent has lifelong learning become a core activity in universities? 
The research questions can be formulated as:  
• How does UiO define its teaching mission (strategy plans), including the role of 
lifelong learning at UiO?  
• How is lifelong learning being coordinated at UiO? What challenges can be 
identified?  
• How do the academics employed by UiO characterise the role of lifelong learning in 
their professional work (teaching)? 
• Are there disciplinary differences in the role of lifelong learning at UiO?  
 
The sources for information were varied, for example used also by Tjeldvoll and Holtet 
(1998) in their study of the University of Oslo as a service university. The sources used by 
Tjeldvoll and Holtet included: legal acts about Norwegian universities and higher education; 
annual reports, policy documents/strategic plans and working papers from the University; 
the University of Oslo’s internal newspaper – Uniforum; interviews. 
In this case study, the University of Oslo’s internal newspaper was excluded due to resource 
constrains, but a small scale questionnaire was used in addition to the interviews.  
1.3 Methodology  
Often qualitative and quantitative approaches are being presented as absolute opposites, each 
representing a significantly different epistemology and ontology. Here, elements of 
quantitative and qualitative research are being combined.  
There have been several researchers arguing for the combined use of methods. Cicourel 
(cited in Silverman 2004) noted that in a bureaucratic-technological society, ‘numbers talk’.  
While it is important not to “count simply for the sake of counting” (Silverman 2004: 36), 
quantitative data can provide a more solid basis for more intensive qualitative analysis. In 
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addition, other arguments provided reason for the combined use of the methodologies – case 
study as a research design and available resources.  
1.3.1 Case study design  
Case study in its essence is the detailed study of a single case. While being also used in other 
disciplines, a case in social research can mean anything from a common location or 
organization to a particular person or event. There is discussion whether case study can be 
seen as a method or as an approach, as case study can incorporate a variety of methods. Case 
study has roots in various schools of sociology, the three most famous being Bronislaw 
Malinowski, French sociology and Frederic Le Play, and the Chicago school in the US 
(Hamel et al 1993).  
Bryman (2004: 49) notes that in social sciences case study usually means that the study 
concentrates on a common location, such as a community or organization, with emphasis on 
the intensive examination of the setting. Case study is relevant when investigators desire or 
are forced by circumstances to (Yin 2003: xi):  
a) Define research topics broadly and not narrowly. 
b) Cover contextual or complex multivariate conditions and not just isolated variables. 
c) Rely on multiple and not singular sources of evidence. 
These points are all relevant for this thesis. The research topic started up as the crisis of the 
modern university, and only later in the process the topic was narrowed down. While 
analyzing change processes in the universities, it is often difficult to identify clear isolated 
variables and causal relationships; and the information was gathered from various sources.  
Case studies can be divided into exploratory (new, unknown phenomenon), descriptive 
(explain existing phenomenon in its context) and explanatory (why is the phenomenon 
happening; cause-effect explanation) (Yin 2003). While this study does attempt to see 
lifelong learning as a process – whether it is institutionalised and what factors play a role in 
this, the case study can still be categorised as descriptive, finding empirical evidence about 
how lifelong learning is being conducted and experienced. Yin (2003) argues that the 
relevance of theory for descriptive studies is less important in comparison with explanatory 
studies, where hypothesis and cause-effect relationships are being identified. However, 
theory is still guiding the design and data collection for case studies. Theory helps to 
develop preliminary concepts and to define the unit of analysis (Yin 2003: 2, 23). The view 
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held here is that in higher education research theory is always significant, providing the base 
understanding for various important factors: such as how we see universities as 
organizations, how they relate to the environment, the causes for change vs stability, the 
formal and informal rules within the organisation.   
While case studies are sometimes being associated with qualitative research only, such 
identification is not appropriate. Using both qualitative and quantitative methods is often 
beneficiary for a case study (Bryman 2004: 49). No matter what the methods, the criteria are 
nevertheless the same, the quantitative/qualitative divide just refers to different types of data 
– qualitative data cannot be converted to numbers (Yin 2003: 33).    
The importance of reliability and validity in case study research is to an extent different from 
other research designs. It is argued that case studies do not provide generalisable data, 
Bryman (2004: 51) reminds us that case study as a research design does not attempt to 
provide generalizations, it is not a ‘sample of one’. Here, no direct attempts to generalize the 
data are made; this thesis is merely discussing an element of the change process in one 
institution. Because UiO is in many ways the flagship higher education institution for 
Norway, it could be argued that the explanations might also be relevant for other institutions. 
However, these assumptions have to be taken with caution – the institutional contexts are 
significantly different.  
When discussing measurement validity, important points rise – can institutional change be 
measured? How? What methods are appropriate? Can such change be measured through 
analyzing the documents and identifying the perceptions of reality people have? While this 
is a debatable issue, the decision was to accept these methods as adequate in evaluating the 
change process, as these are tools that are widely used in higher education research.  
The case is highly relevant in the Norwegian context; the University of Oslo is the largest 
university in Norway, having experience with lifelong learning in the various medical 
sciences since the 1960s. Lifelong learning as a wider discussion came in the mid-1990s, 
when it was also included as a priority area in the strategy documents. The University of 
Oslo is also the oldest university in Norway, an example of a tradition-rich comprehensive 
research university.  
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1.3.2 Unit of analysis 
Of central importance in case study research is the selection of the case. Consequently, the 
first selection has to be made about the unit of analysis. Scott (2001) identifies six possible 
categories: world system, society, organizational field, organizational population, 
organization, and organizational subsystem.  
Bryman (2004: 51) refers to Yin, who distinguishes between three types of cases: critical 
case, unique case or revelatory case, but adds that many case studies are conducted on what 
might be called the exemplifying case – referring to the fact that the case is not selected 
because being unusual or unique, but because “they will provide a suitable context for 
certain research questions to be answered”. This case can be seen as an exemplifying case.  
Choice of unit analysis has methodological implications, and influenced by field of study 
(Pfeffer 1982). The various schools of institutional theory and various disciplinary settings 
have the emphasis on various levels and various processes within the institutions – cultural 
cognitive, regulatory, normative – the three pillars in Scott’s (2001) conceptualization. 
However, studies on higher education are multidisciplinary – drawing from various 
disciplinary backgrounds, making the boundaries more difficult to draw. In addition, 
universities have some specific characteristics that make them different from other 
organizations.  
The level of analysis here is a single organisation with its belief system. It is, however, noted 
that universities as organizations are loosely coupled and therefore it is questionable whether 
a unitary culture or belief system can be identified.  
1.3.3 Methods  
In case studies, often various methods are combined. Merely focusing on strategic plans and 
documental data might miss the actual changes in perception – what is actually happening? 
The strategy plans provide a framework for action, but they do not provide empirical data of 
the everyday reality. As Atkinson and Coffey (1997, quoted in Silverman 2004) noted: “We 
should not use documentary sources as surrogates for other kinds of data. We cannot, for 
instance, learn through records alone how an organization actually operates day by day. 
Equally, we cannot treat records – however ‘official’ – as firm evidence of what they 
report”. In order to avoid this issue, some of the administrators responsible for lifelong 
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learning were interviewed (department level, but also centrally). In addition, a web-survey 
was sent out to a sample of the academic staff in four departments, representing various 
traditions within the institution both in regards of disciplinary background and experiences 
with lifelong learning.   
1.3.3.1 Document study   
The case study uses texts and documents on university and state level – policy documents, 
mission statements, and other relevant documents. Documents can refer to a wide range of 
data, according to Bryman’s (2004: 380) list of possible sources, this study includes: official 
documents deriving from state (such as public inquiries), official documents deriving from 
private sources (such as documents produced by organizations).  
The document selection was largely based on availability – the publicly listed publications 
by the ministry of education were reviewed and relevant documents concerning lifelong 
learning were selected. In UiO, the document study targeted strategic plans for both the 
whole organisation and separately for lifelong learning. The strategic plans (from 1995) of 
UiO were examined to establish a background of the priority-setting. The choice to include 
strategic plans from 1995 was based on the fact that lifelong learning as a clear policy area 
emerged during the mid-1990s.  
The documents were retrieved electronically from the Ministry of Education’s and 
University of Oslo homepage. 
1.3.3.2 The interviews  
In this thesis the selected mode was to use semi-structured interviews. Qualitative interviews 
are often classified as in the continuum between semi-structured and unstructured. The 
investigation here started from a fairly clear focus, rather than a general notion, so the choice 
of semi-structured interviews was seen as appropriate (Bryman 2004). The interviews 
allowed probing if necessary.   
The general structure for the interviews is presented in Appendix 1 and was in essence quite 
simple, concerning 4 areas: strategies for lifelong learning; motives for lifelong learning; 
development; staff and academic response.  
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The sampling for the interviews was based on the attempt to receive information from at 
least one department from all the various faculties, so departments were randomly selected 
and taken contact with; however, some of the administrators could not find time for the 
interview. The disciplinary balance was somewhat skewed, with three being from humanities 
and one from social sciences, this for various reasons. Natural sciences fields were 
contacted, one of them refused, one other provided written materials that did cover already 
much of the questions for the interview, other 2 found their situation to be different due to 
lifelong learning being organised through professional organisations.   
In total, seven interviews were conducted, one in the central administration (UNIVETT), 
two on the faculty level (law and humanities) and four on the departmental level – all in all 
they can be divided into two groups – the 4 on subunit level who are directly responsible for 
the everyday coordination of lifelong learning courses; and 2 with those who are less 
directly involved. In addition the interview with central administration unit for lifelong 
learning (UNIVETT) provided information on the practices and procedures. The interviews 
did follow a somewhat different structure – the four department-level interviews were much 
more structured, to provide comparisons.  
Six of the interviews were conducted in Norwegian and one in English. Each of the 
interviews lasted between 45 minutes and one hour. The interviews were conduced during a 
period 07.11.2007- 11.12.2007. The interviews were recorded digitally and then transcribed, 
translated and analysed. Each of the respondents on the departmental level received a code 
from N1 – N4.   
1.3.3.3 Web-survey  
Web-survey as a tool was to an extent selected due to resource considerations. The survey 
was created with a publicly available tool provided by University of Oslo – Nettskjema (the 
tool can be viewed at: https://nettskjema.uio.no/index.html?lang=en). The questionnaire 
included a few questions on background information and then a series of questions 
concerning experiences with lifelong learning and its importance and contributions. The full 
printout of the questionnaire can be seen in Appendix 2.  
Web-surveys provide a significant number of advantages – they are user-friendly, low cost, 
allow fast response, attractive formats, fewer unanswered questions, better response to open 
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questions in comparison with common self-completion questionnaires (Bryman 2004: 485, 
based on various sources).  
One mentioned disadvantage is technical competence (Bryman 2004: 480) – not everyone 
has the competence to handle computers. However, provided that the respondents were 
academic staff, it was assumed that the IT-knowledge is average or above. Another issue 
often mentioned with web surveys is sampling (Bryman 2004: 482), in this case there was an 
existing public listing of the populations’ email addresses, which removed the problems of 
gaining access. A more serious problem is the problem of non-response, there is evidence 
that the response rates for online surveys are relatively low (Bryman 2004: 484) 
Sampling  
For the survey, the four departments that were selected represented various disciplinary 
backgrounds. The initial idea was to include in the sample the same departments that had 
been sampled for interviews – but because the interview selection turned out to be skewed 
(humanities), some new departments had to be added to achieve better disciplinary balance 
(and consequently two of the existing departments dropped). By this, one lost the possibility 
to make direct connections between the interview data and the survey results.  
The disciplines were selected to represent the four categories in the Biglan scheme 
(discussed in Becher 1994). There are arguments about the limitations of the Biglan scheme 
to explain the disciplinary plurality and new interdisciplinary fields (for example that it does 
not incorporate the whole complexity of the new professional fields, as argued by Stark 
1998), however, as a rough frame of reference in this case, the scheme can provide a starting 
point to look at the differences between disciplinary regimes.  
 PURE  APPLIED 
HARD  Natural sciences Science-based professions 
SOFT Humanities and social sciences Social professions 
Table 1 – Biglan scheme (Becher 1994) 
After the departments were selected, their academic staff was listed, based on UiOs ‘Person- 
og enhetssøk’ (Person and Unit Search - University of Oslo). The selection excluded PhD 
students, even though in Norwegian universities they are formally seen as academic staff. 
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However, they can also be seen as students, mentorees who are still being indoctrinated into 
the academic world. 
Then, two-tiered stratified sampling was used. This was done in order to assure 
representativeness of the various departments (they are of various sizes) and of the various 
academic positions, as mentioned by Bryman (2004: 92), a simple random sample might 
yield that kind of proportional representation, but due to sampling error, it would be 
unlikely.  
The academic staff sorted in two tiers, according to department and according to academic 
positions. Then, approximately 50% of each was randomly selected with the randomization 
function in Excel. The larger the sample – the larger precision can be expected (Bryman 






































































































































































































































Table 2 – Web survey sample  
The departments had populations of 41, 47, 63, 101 staff members meeting the criteria, of 
them respectively 22, 24, 31 og 50 people were sampled through the stratified sample.  
Questions 
In general, open questions are useful because the respondents can answer on their own 
terms, perhaps providing alternative answers to the ones suggested in the questionnaire. 
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However, in the case of self-completion questionnaires, open questions take a much larger 
effort to complete, and can therefore provide fewer answers (Bryman 2004: 147). 
Nevertheless, some open questions were used here, to get alternative explanations (reasons 
for refusal to participate in lifelong learning courses, other contributions to their professional 
activities, etc). Four open questions were included (2.7, 6.4, 7.7, 7.8 – see Appendix 2) in the 
questionnaire.  
The rest of the questions were closed, but varied in their type, ranging from personal factual 
questions (age, sex, professional position and experience in higher education) to questions 
about attitudes and experiences. Some of the questions had simple yes/no answers, some 
used a Likert scale (see Appendix 2) of 6, making it necessary for the respondents to ‘pick 
sides’.  
Response rate  
The response rate was expected to be problematic. Bryman (2004: 98) has referred that the 
response rates to social surveys are generally decreasing, implying a tendency for people to 
refuse to participate.  
Web-surveys are especially difficult in regards of response rates and this turned out to be the 
case here as well. Out of the 125 invitations sent out, only 23 answers were returned, giving 
a percentage of 18,4%. The initial plan of keeping the questionnaire open for 2 weeks in 
February 2008 had to be extended with an extra 3rd week (1st week of March), in total 3 
reminders in addition to the initial invitation were sent during this period. The small amount 
of responses decreased the range of possible statistical analysis.  
The responses were divided as following:   
 
 13
Table 3 – Responses (unit vs professional position cross-tab) 
 
As it can be seen from the table (Table 4), there were no responses from positions 
‘lærer/lektor’ (teacher/lector), ‘amanuensis’ or ‘other’. This is unfortunate, however, these 
positions did constitute a very small percentage of the sample and the reasons can perhaps be 
found in the relatively low response rate.  
Coding 
The answers to the closed questions yielded both nominal and ordinal variables. The 
variables were exported from the web environment into SPSS and then coded and labelled 
accordingly.    
The answers to the open questions were very few and were therefore not coded specifically, 
but rather used as a reference.  
Methods 
The analysis used mostly descriptive statistics. The small amount of responses did provide 
certain amount of challenges. While no wider estimations or generalisations above the case 
in study are attempted, tests of significance were conducted when appropriate in order to 
identify whether the correlations within the sample are significant enough to represent the 
population (UiO). The outcomes are discussed in sections 5.4 and 5.5.  
1.4 Epistemology and introduction to theory 
In this thesis, universities are seen as institutions, in the process perspective, going through 
institutionalisation and deinstitutionalisation in their change processes (for more detailed 
discussion, see section 2.2.3). In addition to that, universities are organisations that are 
dependent on the resources and actors in the environment, negotiating and receiving the 
necessary resources, adding the element of resource dependency to the theoretical frame.  
Some have argued that institutionalism can not be seen as a single theory – rather as a 
perspective, drawing from a large, diverse group of social thinkers that seek to modify early 
explanations of how institutions form and change (Jennings and Greenwood 2003: 195). 
Indeed, under the term new institutionalism (or neo-institutionalism), various 
conceptualisations exist within and between various disciplinary settings. Meyer et al (1994: 
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10) describe institutions and institutionalisation having ”vague and variable meaning in 
modern sociological discussion”. The neoinstitutionalist approach is based on a loosely 
constructed framework of ideas stemming from cognitive psychology, cultural studies, 
phenomenology and ethnomethodology (Scott 2001).  
As the epistemological base, Scott (2001) suggested that neoinstitutionalism has a post-
positivist epistemology, emphasizing the fundamental similarity of the social and physical 
sciences – generating and testing general statements of the empirical world. Despite sharing 
this important feature, the postpositivist approach recognizes that the subject matter is 
significantly different. Social reality consists of constitutive and regulative rules – the basic 
conditions enabling the social reality to exist and the regulations that coordinate its activity. 
Scholars within institutional theory can emphasize the two elements to a various degree. 
Discussions on the change processes happening in higher education are sometimes 
influenced by normative viewpoints. This thesis attempts to find the empirical evidence to 
verify or the various claims, to establish a snapshot of the change processes.  
A more thorough discussion on the theoretical perspectives is presented in section 2.1. 
1.5 Significance and Limitations  
While this thesis is not revolutionary, it does not propose any new theories, it does not 
provide a new never-before-seen angle on an issue, it provides another piece in the puzzle 
for understanding the complex changes that are now taking place in universities. Universities 
are no doubt under pressure to change, this thesis is an attempt to go beyond the claims and 
get information from the grass root level – the rhetoric vs reality question.  
Understanding the change processes happening in universities is a relatively complex and 
large task and therefore the scope of this thesis put some limitations to the empirical work 
and analysis. The perspective adopted here was that the change driver is largely external to 
the university (the responsibility to engage in lifelong learning). Not all of the changes are 
being caused by ‘external chocks’ and the dynamics within and between universities provide 
another source for change (March and Olsen 2005); however, these were not considered 
here.  
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While universities have multiple functions, this thesis focuses on the teaching function and 
more precisely one element of this function, this choice was again largely based on the 
limitations of the master thesis volume – both time and resource wise. On the other hand, a 
clearer focus on one element can also be seen as a strength, allowing a more thorough 
discussion.  
The study was initially planned to be comparative and cross-national, however several 
problems emerged when coordinating the interviews and communication purely over the 
internet, which resulted in the thesis eventually becoming a single case study. It is hereby 
accepted that by loosing the comparative element, the thesis lost an interesting dimension, 
but at some point pragmatic choices had to be made in regards of finishing the thesis and 
finding the ‘perfect’ design.  
During the writing of this thesis, the theoretical questions provided constant additional 
elements and modifications – merely pointing that a more thorough study of the theoretical 
concepts would be beneficiary.  
The selection of quantitative survey and especially web-survey as the method was largely 
based on the time/resources concern. It is recognized that a more thorough qualitative 
interview process of the academic staff might have provided a much more elaborate image 
of the perceptions of change processes. This was again one of the pragmatic choices that had 
to be made. The small amount of responses received from the questionnaire was unfortunate 
and one can just speculate over the reasons, whether it was the timing of the study, the topic 
of lifelong learning, the particular members of the sample or some other unknown factor.  
1.6 Structure of the thesis 
The thesis is divided into 6 chapters. The first part has this far provided a general 
introduction. The research problem is being formulated, methodology and brief introduction 
to the theoretical background is being presented, and the significance and limitations of the 
thesis are being discussed.  
Chapter 2 presents the discussions around lifelong learning – what new challenges does 
lifelong learning pose and what are the experiences this far?   
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Chapter 3 will focus on university as an organisation, forming the analytical framework for 
the study. The first section (2.1) covers the theoretical basis for this thesis. First a brief 
overview of the various possible organisational theories is being presented and then the 
relevant theories are covered in more detail. The second section (2.2) in this chapter will 
discuss the change processes the university is going through, based on the existing literature. 
What makes universities so special and different from other organisations? What are the 
general change processes in the relationship between the society and universities? The 
chapter is finished by presenting the analytical framework (2.3).  
The next chapter, chapter 4, presents the background information of the study. Previous 
trends in higher education policy provide background information of the environment the 
institution is facing (stable vs unstable, questions about funding, expectations, legitimacy). 
First, a general overview of the Norwegian higher education system is being provided and 
then the developments within lifelong learning policy are discussed in more detail. In 
addition, background data on University of Oslo is being presented (brief history of UiO, 
structure, student numbers) 
Chapter 5 moves on to the case study. The chapter provides an overview of the strategy 
plans since 1995 (5.1) and developments within lifelong learning centrally (5.2). The results 
of the interviews conducted with the administrators (5.3) and the results of the web-survey 
(5.4) are presented. The chapter ends with a discussion of the findings (5.5).  





2 Lifelong learning    
This section will attempt to shed some light on the questions around lifelong learning, the 
emergence, the conceptualisation and the differences from traditional degree teaching.  
There is widespread agreement that education is one of  the core activities of the university, 
there is also increased variation in the expectations on how that education should look like 
and what goals it should have (Gornitzka and Maassen 2003). The complex changes in the 
environment of universities as institutions have resulted that both the traditional and lifelong 
learning courses are in a change process (ibid.). Lifelong learning is one of the topics that 
has received increasing public attention and has been one of the hot topics in the public 
policy discussions in all of Europe. As an activity, it is essentially an adult activity and likely 
to be part-time (Tight 1994). Lately, lifelong learning is seen more as a continuous process, 
‘from cradle to grave’, including learning in various age groups. It is argued that in order to 
achieve effective adult learning, the foundation has to be laid in early childhood education 
(KD 2006). In this thesis, the discussions around lifelong learning refer to the activities in 
the universities, as an adult activity, rather than lifelong learning as a whole.  
2.1 New types of students and new expectations  
Adult learners are not a new phenomenon in higher education; they already have a 
significant presence in many systems through continuing education, open universities and 
other programs. Most of the activity regarding adult learners is geared towards vocational 
training and skill development, executive and management development, and updating 
technical and professional skills (El-Khawas 1999: 8). Working and career patterns have 
changed, people need to be re-trained and updated in their knowledge on a regular basis; 
there is a move towards more short-term and part-time working, but increasingly 
knowledge-based and with high skill level. In addition, teaching does not just mean the 
provision of knowledge, because knowledge is increasing at an immense pace, one needs to 
teach skills for “navigating knowledge sources and skills of processing and analysing 
information” (Bates 1995: 233).  
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As the ‘students/customers’ of lifelong learning are often people already in labour market, 
universities have to come up with solutions that differ from the traditional stationary full 
time degree programmes in order to compete on the new markets with new providers. To an 
extent universities cannot afford not to – this is very likely an important market of the 
future, possibly promising a vital extra revenue source. Key words for those studies often 
include words such as flexible, student centred, responsive, skills oriented, communicative, 
modular, decentralised, and other elements, sometimes called ‘convenience factors’ (El-
Khawas 1999: 12). This means that innovative solutions are needed, including innovation in 
management, financial, personnel, quality and curricular systems and practices (Davies 
1998: 187). Criticisms have been voiced at how innovative programmes are being 
developed at the moment. Taylor (1998: 270) argued that the individual innovative practices 
often get little support from institution to widen the practice or share it with other members 
of the institutions, almost as if “innovation has occurred in spite of institutional interest” 
(Taylor 1998: 272).  
El-Khawas (1999) identified three general trends in lifelong learning: decisions to rely on 
distance learning to accommodate growing higher education provision; expansion in the use 
of internet and ICT; and a stronger market competition for adult learners. All these three 
processes are likely to play a role in shaping a new more competitive environment. The use 
of distance learning tools can provide lifelong learning courses to those who would 
otherwise not have the possibility to participate, due to career/family considerations. E-
learning has been long in use as a supplement to the existing provision1, in the US this has 
fuelled the emergence of several ‘virtual courses’ where universities offer their courses 
entirely on the internet, but also fully virtual universities (California Virtual University) 
(ibid.). Some have argued that these virtual universities can provide a learning opportunity 
otherwise denied, being a true network of lifelong learning. (Davies 1998) 
2.2 Coordinating lifelong learning 
Different approaches for coordinating lifelong learning emerge. In some countries the 
provision has been centralised, following the path of British Open University (Germany, 
Spain, Netherlands, Portugal and Greece), in other places the approach has been more 
decentralised, giving the higher education institutions opportunities to develop local 
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solutions (Belgium, Denmark, France, Ireland, Italy, Sweden, Norway and Switzerland) 
(Trondal et al 2001: 12). Tight (1994) compared the systems in Finland, Canada and the UK 
and found that there are differences between the countries and variation within the countries, 
another problem being the variation in the labels used for various activities. 
Gornitzka and Maassen (2003) studied 25 universities in 8 countries in Europe, and they 
state that universities are still attempting to divide these activities from their traditional 
educational reality, because it seems to have other financing forms, along with the fact that 
the logic of teaching and learning is different. A certain amount of further and continuing 
education activities are treated by institutions as if they do not ‘fit in’ the universities, 
sometimes referred to being ‘everything universities are not’. The authors (Gornitzka and 
Maassen 2003) argue that there is pressure in rhetoric to participate in the offering of 
lifelong learning in addition to the possible financial gains to be achieved, however, there is 
still a great deal of normative opposition and lifelong learning is sometimes seen as the 
‘necessary evil’. To an extent, this thesis can be seen as a follow-up to the same topic. 




Full-time/three or four academic years 
Open 
All ages 
Multi-based network communication 
Part-time/flexitime  
Activity Specialised academic courses/ 
socialisation into academic norms 
Objectives assumed and taken for 
granted  
Authority vested in academics  
Students as receivers of knowledge  
Learning tailored to a variety of needs 
 
Objectives debated and changing  
Authority integrated 
Clients are active in learning process   
Audience Relatively homogenous with similar 
needs  
Narrow social background 
Relatively heterogeneous / needs vary 
Wide social composition  
Evaluation  Limited to financial accounting / little 
emphasis on effectiveness and 
efficiency 
Quality equated with exclusion 
Learning planned and constructed in terms of 
measurement and monitoring  
Quality equated with both accepted standards 
and value-added  
Table 4 – New mode of higher education (Smith and Saunders 1991: 27)  
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As a summary to this section, it can be concluded that lifelong learning is significantly 
different from the traditional degree teaching. Smith and Saunders (1991) summarise the 
characteristics of continuing education (Table 4).  While table by Smith and Saunders is for 
continuing education, the keywords are relevant for all lifelong learning – flexibility, 
openness, variation in course offerings, innovative teaching solutions. The students’ needs, 
expectations and the organisation of the courses can significantly differ from the 
traditionally understood degree teaching in universities, posing new types of challenges and 
needing new work routines.  
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3 University organisation    
This chapter will focus on the development of the analytical framework. First, the 
organizational theories underlying will be explored; then, the various elements having an 
impact on the change processes are identified; and in the end, the analytical framework for 
the thesis will be presented.  
3.1 Organisational theory 
This section will first present a typology of organisational theories; then, the relevant 
theoretical perspectives will be introduced and advantages of the combined use of theories 
will be discussed.  
Pfeffer (1982) wrote a useful overview of the different theoretical perspectives for studying 
organisations. He divides perspectives on action into three possible categories: purposive 
and rational; externally constrained and controlled; and emergent process and social 
construction theories. Level of analysis can be either on the individual level, or on the total 
organisation level. Pfeffer’s framework provides a good overview of the existing array of 
theories.  
Perspectives on Action  
Purposive, Intentional, 




Random, Dependent on 







Needs theories and job 
design 
Political Theories  
Operant conditioning 
Social learning theory 
Socialization 
Role theories 





























Decision process and 
administrative theories 
Institutionalization theory 
Table 5 – Categorization of theoretical perspectives in Organisation Theory 
(Pfeffer 1982)  
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There are a number of considerations to take into account when one chooses a theory. For 
example, population ecology and resource dependency are in the same section of the 
framework, but there are important differences for selecting one over the other (Pfeffer 
1982):  
1. theoretical taste – whether one is willing to see the organisation as a black box 
2. empirical one – which variance can be explained by attending to environmental 
characteristics and ignoring micro level processes  
3. which dependent variables are discussed  
After inspecting the different theoretical perspectives provided, a selection of theoretical 
perspectives relevant to this thesis was made.  
3.1.1 Resource dependency  
One of the central works in resource dependency is based on the Pfeffer and Salancik’s  
theorisations from 1978 (reviewed in Pfeffer 1982). The main argument is that organisations 
are influenced by external conditions, but they seek to adapt. “Because organisations are not 
internally self-sufficient, they require resources from the environment and, thus, become 
interdependent with those elements of the environment with which they transact.” (Pfeffer 
1982: 192). Thus, the theory suggests that organisations are externally influenced in order to 
satisfy the demands of those providing the resources.  Pfeffer and Salancik identified ten 
conditions affecting the extent of effect (from Pfeffer and Salancik 1978, quoted in Pfeffer 
1982: 194):  
1. the focal organization is aware of the demands 
2. the focal organisation obtains some resources from the social actor making the 
demands 
3. the resource is a critical or important part of the focal organisation’s operation  
4. the social actor controls the allocation, access, or use of the resource; alternative 
sources for the resource are not available to the focal organisation  
5. the focal organisation does not control the allocation, access, or use of other resources 
critical to the social actor’s operation and survival.  
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6. the actions or outputs of the focal organisation are visible and can be assessed by the 
social actor to judge whether the actions comply with its demands  - students can “vote 
with their feet”  
7. the focal organisation’s satisfaction of the social actor’s requests are not in conflict 
with the satisfaction of demands from other components of the environment with 
which it is interdependent 
8. the focal organisation does not control the determination, formulation, or expression of 
the social actor’s demands 
9. the focal organisation is capable of developing actions or outcomes that will satisfy the 
external demands 
10. the focal organisation desires to survive  
From resource dependence perspective, as a response to external pressure, organisations 
have a variety of strategies to alter the situation in order to avoid compliance. Organisations 
are not passive participants receiving constraints, but also active participants in shaping that 
environment (Pfeffer 1982: 197-198). Pfeffer and Salancik (1978, cited in Pfeffer 1982) 
argued that the environment affected the organisation through having an impact on the 
power distribution within the organisation, power distribution affects on who succeeded to 
administrative positions and what point of view characterises organisational decision-
making. That in turn has influence on organisational structure and actions (Pfeffer 1982: 
202). Translating this into higher education context, parallels can be drawn; the recently 
increased managerial power has been noted by several authors. Pfeffer (1982: 157) reviews 
Pfeffer and Salancik, who argued that there are three basic dimensions, the degree of 
concentration of resources, the scarcity of munificence of the resources, and the degree of 
interconnectedness of the organisations, and one of the key elements is the uncertainty 
within the environment.  
3.1.2 Institutional theory and neoinstitutionalism 
3.1.2.1 Historical developments - from institutionalism to neoinstitutionalism  
Institutional theory has a long history, with its roots in running through the formative years 
of social sciences (Scott 2004). Scott (2001) dated the beginning of modern institutional 
theory to the beginning of 1940s, when the study of organizations as a recognized field of 
study emerged. Pfeffer (1982: 239) considers Selznick’s contributions from 1948 and 1957 
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as the early contributions to institutional theories, where institutionalism was defined as a 
quest for organisational immortality and protection against the vagaries if competition.  
Scott (2004: 11-12) points out two necessary corrections to the initial theories (both well 
underway in development):  
1. Institutional environments are not monolithic, but often varied and conflicted 
2. While recognising that actors are institutionally constructed, it is essential to affirm their 
(varying) potential for reconstructing the rules, norms and beliefs that guide – but not 
determine – their actions.  
Despite of being connected to a wide selection of disciplines, the attempts of using 
institutionalism to the study of organizations did not happen until the 1970s. Silverman 
(discussed in Scott 2001) proposed a phenomenological approach to organizations that 
focuses attention of meaning systems and the ways in which they are constructed and 
reconstructed. This had an emphasis on the European circles of organizational theory. In 
1977, contributions by Meyer and Rowan, and Zucker followed. Meyer and Rowan 
concentrated on the importance of rationalized beliefs; Zucker, who was a student of Meyer, 
emphasised the micro-foundations of institutions (Scott 2001: 43). Meyer and Rowan (1977, 
quoted in Pfeffer 1982: 239) defined institutionalisation as “the processes by which social 
processes, obligations, or actualities come to take on a rule like status in social thought and 
action”, dealing with the persistence and perpetuation of activity. The move from 
institutionalism to neoinstitutionalism in sociology brought an importance change – 
emphasis on culture rather than normative notions. In addition, the understanding of culture 
was challenged – belief systems within one institution are not necessarily universal. The 
third important shift was the recognition of symbols as external frameworks rather than only 
internal belief systems (Scott 2001: 39).  
During the 1980s several major works were published. Both DiMaggio and Powell, and 
Meyer and Scott are amongst the most prominent theorists, who developed the macro 
perspective, which has now become wide-spread. Scott and Meyer emphasised cultural 
systems; DiMaggio and Powell emphasised the role of agents and networks, explaining the 
three mechanisms (coercive, mimetic and normative) diffusing institutional effects and 
emphasising the importance of structural isomorphism as an outcome of both competitive 
and institutional processes (Scott 2004, Scott 2001). Scott (2004) describes the current trend 
in institutional theory is towards more interactive and recursive models rather than one-way 
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and deterministic arguments and assumes that the major contributions of institutional theory 
to organizational studies may still lie ahead.  
3.1.2.2 Conceptualisations of institutions  
Neoinstitutionalism as a theoretical approach is incredibly diverse and broad; connected to 
fields such as anthropology, economics, political science, psychology and sociology. The 
theoretical patterns are also connected to a broader set of intellectual developments in social 
sciences: the new culturalism, the new interpretive turn, cognitive revolution. While the field 
seems very diverse, there is quite much common agreement (Scott 1994a). 
Several definitions for institutions are available. Scott (2001) developed the “three pillars of 
institutions”, by dividing the different conceptualisations of institutions according to how 
much emphasis the discipline puts on each of the pillars. For example - while the regulative 
elements are acknowledged by all scholars in the broad sense, it is the economists who are 
likely to emphasise the regulative aspects. Early sociologists are likely to be categorised 
under normative pillar, and more recent theories in sociology and anthropology follow the 
cultural-cognitive pillar (Scott 2001, 1994b).  
Pillar  
Regulative Normative Cultural-Cognitive 
Basis of 
compliance 
Expedience Social obligation Taken-for-grantedness 
Shared understanding 
Basis of order Regulative rules Binding expectations Constitutive schema 
Mechanisms Coercive Normative Mimetic 











Legally sanctioned Morally governed Comprehensible 
Recognisable 
Culturally supported  
Table 6 – Three Pillars of Institutions (Scott 2001: 52)  
Meyer et al (1994: 10) saw institutions as “cultural rules giving collective meaning and 
value to particular entities and activities, integrating them into the larger schemes”, where 
both the activities and the units involved are constructed by these rules. March and Olsen 
(2005) saw rules as the basic building block that “are connected and sustained through 
identities, through senses of membership in groups and recognition of roles” (March and 
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Olsen 2005: 10). In preserving the rules, interaction is central – “rules, norms, and meanings 
arise in interaction, and they are preserved and modified by human behaviour” (Scott 2001: 
49).  
In one of his earlier works, Scott (1994a: 68) described institutions as “symbolic and 
behavioural systems containing representational, constitutive, and normative rules together 
with regulatory mechanisms that define a common meaning system and give rise to 
distinctive actors and action routines” (Scott 1994a: 68), they operate at various levels, “and 
their elements can be embodied in and carried by cultures, by regimes, and by formal 
organisations” (Scott 1994a: 70). This is what he called the layered model of institutions. In 
the layered model, institutions are viewed as made up of three component elements: (1) 
meaning systems and related behaviour patterns, which contain (2) symbolic elements, 
including representional, constitutive and normative components that are (3) enforced by 
regulatory processes. According to Scott, the meaning systems refer to Weberian approach 
as stressing the importance of meaning in studying social systems, shared meanings are 
indispensable to collective activity. Weber insisted in involve the meanings that participants 
attribute to actions, he argued that any action can only be understood by examining the 
objective conditions and the subjective interpretation. Behaviour patterns refer to the fact 
that “meanings arise in interaction, and they are preserved and modified by human 
behaviour”, one should not separate meaning systems from behaviour (ibid: 57-59). 
Representative rules refer to the function of symbols – signifying other things. Knowledge 
system are governed by a set or representational rules (this is an X object, and X’s exhibit 
properties of type A or behave in specific ways B, water runs downhill, foxes chase rabbits). 
Any institutional complex incorporates a collection of knowledge claims, in addition to 
empirically based observations about specific phenomena this also means beliefs that have 
no empirical support, and also fundamental assumptions about how such claims are 
constructed and validated. Constructive rules define the nature of actors and their capacity 
for action. Because they are so basic, they often are overlooked, as we take them for granted 
(interests, rights, abilities). Normative rules represent the normative element of institutional 
meaning systems, associated with actors and identities are conceptions of appropriate 
actions: roles, routines, scripts. Some normative rules are widely shared beliefs (like 
freedom of speech) others are quite explicit and may apply to limited occasions (rules of 
football). All these rules are backed up by enforcement mechanisms that can be either 
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formally designed and centralised or informally administered and decentralised (ibid: 60-
64). 
As a frame for reference, Scott (2001: 48) summarised the elements of institutions: 
- institutions are social structures hat have attained a high degree of resilience 
- institutions are composed of cultured-cognitive, normative, and regulative elements that, 
together with associated activities and resources, provide stability and meaning to social 
life 
- institutions are transmitted by various types of carriers, including symbolic systems, 
relational systems, routines, and artefacts  
- institutions operate at multiple levels of jurisdiction, from the world system to localised 
interpersonal relationships 
- institutions by definition connote stability but are subject to change processes, both 
incremental and discontinuous  
These general elements of institutions were also taken as a basis in this analysis.  
3.1.2.3 Institutional change  
Institutions have the function to provide stability and order, but change does nevertheless 
happen – both incrementally, but also revolutionary. This means seeing the institutions not 
only as a property or a state of an existing social order, but as a process of 
institutionalisation and deinstitutionalisation (Scott 2001: 50). In this thesis, the question is 
whether lifelong learning has been institutionalised, whether it has become a part of the core.  
Olsen (2007: 3-4) discusses the processes and defines institutionalisation where following 
can be identified:  
- Increasing degree of agreement on code of conduct, practice and principles, certain 
modes of behaviour are seen as ‘natural’. 
- Increasing degree of agreement in how to explain and justify rules of behaviour, 
emergence of common vocabulary, understanding, expectations and success stories. 
- Access to resources is routinised and ‘taken for granted’. 
Accordingly – deinstitutionalisation is a process where institutional identities and 
boundaries are being challenged and becoming more unclear.  
- Existing roles; work, authority and responsibility balance are being challenged. 
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- The normative standards and perceptions of reality are increasingly a subject of debate. 
- The routinised resource access is being challenged.  
When it comes to reforms, they are either successful or not, depending on “whether 
reformers try to reinforce existing characteristics or whether they try to impose alternative 
values and principles” (Olsen 2005: 6). Now, based on the literature overview, a 
deinstitutionalisation of university can be noted.  
3.1.3 The combined approach  
Resource dependence theory suggests that the external environment exerts its influence 
through the fact that the organisation needs the resources in order to survive (Pfeffer 1982: 
193). From the resource dependency perspective, organizations are not just passive receivers 
of environmental impulses, they “are now seen as immersed in environments, rather than just 
interacting with these environments as bounded actors in marketplaces. Organisations are 
interpenetrated with their environments, which many constitute (rather than affect) 
organisational identities, structures, and activity routines” (Meyer 1994: 32).  However, 
resource dependency alone does not explain universities’ resistance towards change. “Since 
stability is at least as much a phenomenon observed in organisations as change, it is 
important to understand some of the sources of this stability” (Pfeffer 1982: 227).  
Applying the resource dependency perspective alone has also drawbacks: “ecological or 
resource dependency models that limit the outside environment to little more than the 
patterns of interactions and competition among states, corporations, social movements, and 
the like. These interactions usually are depicted as exchange relations within a competitive 
order. A given organisation or interest group faces an environment providing resources and 
imposing costs. It cats by engaging in economy, political, military, or communication 
exchange, often very one-sided, in competition with other organisations” (Meyer et al 1994: 
14).  
This thesis is based on the combination of two theories: resource dependency and 
neoinstitutionalism (see, for example, Gornitzka 1999). Gornitzka (1999) analysed 
organisational change in response to governmental policies and argues for the use of the 
combination of methods, because organisations do not exist in a vacuum. According to 
Gornitzka (1999: 7), the two approaches share two basic assumptions: external pressures 
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have an impact on organisations and the organisations must be responsive to survive, 
combining the theories provides a more balanced picture.  
Both of the theories provide elements to the case study here. It is assumed that universities 
are resource dependent and influenced by external constraints. In the lifelong learning 
market, the institutions have to actively interact with other actors in this environment. This 
provides or can provide the university with vital additional resources; the institution has to 
negotiate with other organisations/actors to get the best conditions to get these resources. 
The actor providing the large majority of the vital resources is the state, but in the case of 
lifelong learning, other possible actors from the public and private sector emerge. 
Lifelong learning market is different from the traditional student market, provided that there 
are other competing actors on the market that also are able to offer consultancy and course 
arrangement. Therefore, the university has to be active in achieving the most possible 
resources, shaping the environment to match best its agenda. Lifelong learning is different 
from traditional degree teaching, both regarding the challenges it provides for the academic 
staff, but also to the administrators. Provided that one views universities as institutions, for 
radical changes to be accepted, the process of institutionalisation takes place. In this view, 
the two theories complement each other and refer to the various elements of the process.  
3.2 Reinventing the University  
Universities are organisations that balance between being true to tradition, while at the same 
time being responsive and able to change. Values and beliefs act as an important filter in 
defining acceptable change caused by external changes and demands. Change is often slow, 
it takes place through interest groups and it is affected by the bottom-heaviness of the 
university institution and is often invisible – making it difficult to measure (Clark 1983). 
This supports the view of seeing universities from the institutional perspective.  
This section focuses first on the organisational characteristics that makes universities special 
(2.2.1), then the pressures to change are being discussed (2.2.2) and at last, Olsen’s (2005) 4 
abstract visions of university are being presented (2.2.3). 
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3.2.1 University as a knowledge institution 
Over two decades ago in his highly influential book, Clark (1983: 25) described universities 
as institutions where “knowledge is the basic substance upon which and with which people 
work in academic systems; teaching and research are the basic activities for fashioning and 
manipulating this material; these tasks divide into autonomous specialties within which they 
are closely linked; the task divisions encourage a flat and loosely linked arrangement of 
work units; this structure diffuses a diffusion of control; and, finally, purpose is necessarily 
ambiguous, with broadly worded goals serving as legitimizing doctrine for the specific goals 
of operating parts.” The core functions are different activities that are all linked to 
knowledge – “conserve and refine, transmit, apply and also discover new knowledge” 
(ibid.). Universities are not the only knowledge generating institutions, but they are special 
because teaching provides a link between new knowledge and maintenance of more general 
basic knowledge (Geiger 2004: 13).   
Clark (1983) listed the three basic elements of higher education organisations. First, the way 
tasks are conceived and arranged around knowledge specialties means that each national 
system develops a division of labour that becomes traditional, strongly institutionalised and 
heavily influential on the future. Work is organised in two crisscrossing ways – by discipline 
and by institution. The second important element is the belief system, the primary norms and 
values of the many actors variously located in the system. The third element is authority – 
the distribution of legitimate power throughout the system, traditionally universities had 
collegiate forms of power, while in some systems trustees and administrators have a lot of 
legislative power (ibid.).  
University authority structures are based on collegialism, elected leaders and professional 
expertise rather than formal hierarchy, “compared to organized life elsewhere, academic 
authority structures are characterized as both bottom-dominated and subject to much 
diffusion of influence and decision accretion” (Clark 1983: 133). Being bottom heavy allows 
workers to use their expertise in the way only they know best; authority over knowledge 
remains the basis of organisational tiers. Each unit possesses a large degree of autonomy and 
integration in larger structures is inherently consensual. (Geiger 2004: 8). Lately, an 
increased professionalisation of administration has been noted (Gornitzka and Larsen 2004). 
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Loose coupling is one of the major elements of university organisation. Being loosely 
coupled presents some aspects for organisational behaviour of universities (Weick 2000: 
131-133): allows to respond to small changes in environment while preserving core; 
increased awareness of environment; localized adaptation – adjustments can be made 
without affecting the whole system; possibility to retain a greater number of mutations and 
novel solutions; breakdowns in system are sealed off; room for decision-making power for 
the local actors.  
Being loosely coupled universities are built around disciplinary units, both on a structural 
level, but also as a source for belief – academics are first and foremost experts on their own 
specific field (Clark 1983). It is proven that academic fields have different patterns of 
behaviour, different relationship between teaching and research (Henkel 2004), the methods 
in teaching, the criteria for good teaching, disciplinary cultures and work routines (Becher 
1994). As Geiger (2004: 9) notes, while the university “provides a general framework of 
regulations, services, and resource disbursement”, each department then has their own mode 
for organization, department work in business is very different from the one in chemistry.  
University mission is central in academe. It defines the institutional profile and the goals and 
values of the university, but also adds to the code of behaviour of the academics. In addition 
there is a connection between the mission and the structure of the universities: “every 
suggested change in mission has consequences for structural changes, and structural changes 
have consequences for the mission of higher education” (Enders 2005: 43).  
Clark (1983) defined the four basic keywords as:  
• Social justice – equality, fair treatment to all, uniform standards, unified certificates 
• Competence – effectively producing, criticizing and distribute knowledge, producing 
work force 
• Liberty – choice, initiative, innovation, criticism, variety (academic freedom – teaching 
and research, learning) 
• Loyalty – interests bound around the survival of the state 
University mission statements are often general, due to universities’ loosely coupled 
structure and different core activities that can have almost conflicting goals. Central to this 
vision of the university, is the concept of autonomy2, along with the belief that research-
based knowledge is a public good and the social function of the university requires the 
researchers to have the freedom to ask questions, pick themes and methods and put forward 
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public ideas and results, at the same time as its expertise is being scrutinized by the 
international research community (Olsen 2007:6).  
The core activities in universities, through what university performs its functions and fulfils 
its mission, are basic research, traditional degree teaching and service to society. 
Traditionally, this means that academics engage themselves in basic research as an open-
ended task and they teach those skills to students who study for academic degrees (in 
classrooms, in campus, usually ending with some theoretical research work). The academics 
provide critical analysis to the societal issues; corporate interests do not influence them in 
their research, which is autonomous. Universities have long been tightly knitted to the 
democratic society by providing objective research, free and open debate about critical 
issues – important elements in maintenance of a democracy (Newman 2000). Different 
views exist on whether the functions are complementary or conflicting, for example Perkins 
(1972) views teaching and research as conflicting missions and inappropriate for the 
organisational structure that was initially designed for the transmission of knowledge. 
Now, the question is how society perceives that those goals are best served. For a long time 
that was through an elitist university system, now most countries are facing massified3 
systems, and in some countries, even universal higher education. Does that also mean 
substantial changes in how the functions are performed? Does the institution need different 
educational models for educating the masses, to face the new working patterns and 
expectations? 
3.2.2 External pressure to change 
Historically, the relationship between universities and the state and society has not been a 
constant. Three models have influenced the developments: British (personal development 
model), Humboldt in Germany (research model), and French Napoleonic (professional 
training model) (Gellert 1998: 14). Universities have already faced several critical periods 
when the core of the universities was redefined, crisis and rebirth of the idea of university in 
the turn of the 18-19th century; emergence of the modern research-university in the late 19th 
century; and current period of reappraisal – rapidly growing demand and not so successful 
planning (Wittrock 1993). So, despite being seen as old and traditional institutions, 
universities have survived critical periods and gone through the process of ‘reinvention’ 
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before, both regarding institutional identities, but regarding the relationship between the 
state, society and universities. Universities are organically embedded in the society, evolving 
with society, in a complex interaction and exchange of ideas and processes (Stilwell 2003: 
52). The relationship between higher education and the state has various elements, including 
decisions in the degree of state funding/resources, control, information, trust, laws.  
Ever since the WWII the environment remained relatively stable with generous state funding 
increasing in accordance to the needs of higher education. As the nations in the Cold War 
era all realised the importance of being in the forefront of research, huge sums were invested 
in higher education. Now after the Cold War being long finished, the student numbers are 
even higher, the environment has stopped being stable and the public funding available is 
decreasing.  
One major shift was during the 1980s, when significant shift emerged in the understanding 
of how the public sector should be coordinated. A new philosophy emerged – New Public 
Management (NPM) – the goal was to modernise the public sector, emphasising the 
importance of the market, achieve increased efficiency in the use of government resources. 
This had also effect on the universities – a new rhetoric and an increasing questioning of 
legitimacy. Universities ceased to be the ivory tower that no one dared to question.  
The environment universities are facing has turned from being relatively stable into unstable, 
resulting that “blisters appear on what was once thought of as a stable regulatory order” 
(Enders 2005: 31). Now, there are changes in the expectations regarding what universities 
should be, what they should be doing and how they should be doing it. Olsen (2005: 3) 
explains:  
Prevailing trends include fundamental change in autonomy of the University and 
in the academic freedom of individual faculty members, in the University’s 
collegial and disciplinary organisation, the unity of research and teaching, who 
controls specific bodies of knowledge and who defines criteria of excellence and 
social needs, the structure of departments, degree programs and courses, the 
relations between those who do research and teach and academic and 
administrative leaders, and in governments’ commitment to funding universities.  
Often the new environment surrounding the universities is summarised as the increasing 
eminence of neo-liberalist thinking, meaning smaller public sectors and subsidies, more 
evaluation, monitoring, competition, increased tuition fees and privatisation – students 
become consumers and managers gain power (Rhoades 2005: 12). However, as Olsen (2007) 
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points out, the market-economy reforms are often called neo-liberal or neoconservative, but 
they have been proposed by governments and parties with very different political 
viewpoints.  
Now, universities all over the world are increasingly being evaluated according to the 
significance of their knowledge in the global economy (Rhoades 2005: 13). The importance 
of universities has increased much due to widespread understanding that knowledge is the 
vehicle for economic advantage – the emergence of knowledge society. Universities are seen 
as a vehicle for economic progress (Shattock 2005: 14). On the other hand, the relationship 
between education and economic growth remains somewhat unclear (Barr 1998: 327).  
Universities are under pressure to change for various reasons. De Boer and Huisman (cited 
in Enders 2005: 37) identify three processes of change in institutions that are now taking 
place all over the world: an efficiency-oriented model stressing productivity and managerial 
control under conditions of austerity, where decisions have to be made between competing 
goods; a market oriented model stressing competition, privatisation and a utilitarian belief 
system; a service or client oriented model stressing service orientation, consumerism, and 
responsiveness to external environment. According to Wooldridge (2005) currently the main 
reasons for change in universities are massification, knowledge economy, globalisation and 
competition. Gibbons (2005: 2) calls the changes in society profound and identifies three 
principal elements of the new context the universities are facing:  
• A rightward shift in political thinking  
• An intensification of competition brought about , in part, by globalisation; and 
• A more central role for knowledge in generating the innovations that are needed to 
meet the risks associated with the intensification of competition  
The shifting power between the various actors has been schematized in several different 
ways. Perhaps one of the most well-known models is the triangle presented by Clark (1983) 
that sees the relationship as a three-fold relationship between academic oligarchy, the market 
and the state. Another well-known classification is by Van Vught (1989, discussed in 
Gornitzka 1999): rational planning and control versus the self-regulation model. Rational 
planning is characterized by the strong belief in government agencies making the best 
decisions through extensive control mechanisms. In the self-regulation model, the role of the 
state is much more modest, monitoring the rules of the game and interfering when the game 
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no longer provides satisfactory results. In essence the dichotomy is between direct state 
control and indirect state control through de-centralization and market-like mechanisms. 
Gornitzka and Olsen (2006) stress that this increased self-regulation and autonomy does not 
necessarily mean reduced government control but “governance by other means” (Gornitzka 
and Olsen 2006: 7-8). Core decisions in coordinating the systems are still made by 
governments, including decisions on student numbers, study programme framework and 
funding. 
While significant regional differences remain, changes are happening in European higher 
education: appointed, rather than elected professional leadership; clear and consistent goals; 
economical steering; marketing; quantitative documentation of performance; research based 
knowledge as a private commodity for sale; higher education as a private good that should 
be paid by the individuals; competitive funding (Olsen 2007). This has contributed to the 
university increasingly being scrutinized by external performance monitoring and 
surveillance in the form of standardization, quality assurance, evaluation, accreditation and 
rankings. All these processes contribute to the deinstitutionalisation process of the vision of 
university as a ‘Republic of Science’, with the state as its guardian angel (ibid.: 10). It has 
been argued that these changes can be understood as universities becoming an industry 
rather than a social institution (Gumport 2000).  
Enders (2005) concludes that from a European perspective, the modern university as a 
project of the nation state is in a delicate and complicated process of transformation. These 
changes are not isolated, but represent a wider change in power relationships, ideas of 
knowledge and the links between society and universities, however, caution has to be 
considered to not overestimate the changes that have taken place already, universities are 
still mainly national public institutions (Bleiklie and Powell 2005). 
3.2.3 Olsen’s visions of the university 
The central question is why and through what processes are some institutional models 
prominent in a society? What does the society expect the universities to be4? From a state 
perspective, universities can be viewed as institutions or instruments. Olsen (2005: 5-7) 
explains:  
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The degree and form of institutionalisation impact both motivation and capacity to follow 
institutionalised rules and codes of behaviour. In contrast to an instrumental perspective, 
an institutional perspective assumes that rules and practices have a value in themselves 
and that their immediate substantive effects can be uncertain or imprecise. For example, 
the benefits of the University are not easily planned or predicted. /…/ In contrast to an 
instrumental perspective, an institutional perspective also assumes that well-entrenched 
institutions reflect the historical experience of a community, that they take time to root 
and that they are difficult to change rapidly and radically, except under special 
circumstances such as widely agreed-upon performance crises. 
Olsen (2005) identifies 4 visions of the university, but he links them to the context by 
asking: “what kind of university for what kind of society?” This emphasises the inter-
relatedness of the social processes in how the university is being shaped:  
• University as a meritocratic community of scholars – the Republic of Science and search 
for the truth.  
• University as an instrument for national policy agendas – instrument to achieve national 
priorities, applicability of research, autonomy is delegated.  
• University as a representative democracy – interest groups, bargaining, comes along 
democratization of the society as a whole.  
• University as a service enterprise embedded in competitive markets – commodification, 
free market rhetoric, government at arm’s length, competitiveness important keyword.  
He describes these 4 models as the enduring aspects of university organisation, rarely 
existing in absolute version, rather supplementing each other, each under specific conditions. 
He suggests these models to be “enduring aspects of university organisation and 
governance” (Olsen 2005: 16). The various models supplement each other, balance 
difference concerns, “develop power-sharing arrangements rather than allocate all power to 
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1 The University is a self-governing 
community of scholars 
 
Constitutive logic: Free inquiry, truth 
finding, rationality and expertise  
Criteria for assessment: Scientific quality 
Reasons for autonomy: Constitutive 
principle of the University as an 
institution: authority to the best qualified 
Change: Driven by the internal dynamics 
of science. Slow reinterpretation of 
institutional identity. Rapid and radical 
change only with performance crises.  
 
2 The University is an instrument for 
national political agendas 
 
Constitutive logic: Administrative: 
Implementing predetermined political 
objectives.  
Criteria for assessment: Effective and 
efficient achievement of national purposes 
Reasons for autonomy: Delegated and 
based on relative efficiency 
Change: Political decisions, priorities, 
designs as function of elections, coalition 
formation and breakdowns and changing 






3 University as a representative 
democracy 
Constitutive logic: Interest representation, 
elections, bargaining and majority 
decisions. 
Criteria for assessment: Who gets what: 
Accommodating internal interests.  
Reasons for autonomy: Mixed (work-
place democracy, functional competence, 
politics) 
Change: Depends on bargaining and 
conflict resolution and changes in power, 
interests and alliances  
4 University as a service enterprise 
embedded in competitive markets 
Constitutive logic: Community service. 
Part of a system of market exchange and 
price systems.  
Criteria for assessment: Meeting 
community demands. Economy, 
efficiency, flexibility, survival.  
Reasons for autonomy: Responsiveness to 
“stakeholders” and external exigencies, 
survival. 
Change: Competitive selection or rational 
learning. Entrepreneurship and adapting 
to changing circumstances and sovereign 
customers.  
Table 7 – Olsen’s university models 
3.3 Analytical framework  
The analytical framework consists of two elements – first, how the change processes take 
place; and second, where do these processes originate from and what are the underlying 
ideas.  
Universities have some organizational characteristics that influence the change processes - 
they are loosely coupled and flat institutions that are built around knowledge blocks, 
different from other organisations. Universities as institutions are protective about their core 
values and norms, but the university as the ‘Republic of Science’ is now in the process of 
deinstitutionalisation caused by growing pressures externally and internally, increasingly 
facing an unstable environment.  
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Underlying the change processes, defining how the new pressures are filtered into the 
organisation are certain values, held by the members of the institution and the surrounding 
society. These values define how work in the institution is organised, how the hierarchies 
function, what is the purpose of the university. The four visions presented by Olsen (2005) 
provide a starting point. All of these visions would imply a different approach to the 
teaching function (Table 8). 
Olsen (2005) visions Implications for teaching profile   
The University is a self-governing 
community of scholars 
Traditional degree teaching primary, protecting 
the core activities and academic ideals.  
The University is an instrument for 
national political agendas 
Teaching mission controlled by national policy 
and priority areas. If lifelong learning a priority, 
also a priority in university  
University as a representative 
democracy 
Plurality of different ventures, either integrated or 
on new layers.  
University as a service enterprise 
embedded in competitive markets 
Entrepreneurial activities, looking actively for 
new markets and new possibilities, being 
customer oriented.  
Table 8 – The implications of the university model on teaching profile  
According to Olsen, these visions rarely exist in pure form, coexistence of two or more 
visions can be identified in most systems – forming an underlying idea for the universities in 
the system. This central idea does shape the work routines, priorities, governance, place in 
society and institutional identity. The traditional ‘ivory tower’ type of university was likely 
to be dominated by the first vision – the University as a self-governing community (with 
state providing the framework for its existence), implying a dominance of the ‘traditional 
degree’ teaching ideals.  
Lifelong learning is significantly different, so it can be assumed that a somewhat different 
balance of the 4 visions is necessary for lifelong learning to become a core activity.  
The theory sheds light on how universities as organisations deal with new pressures and 
expectations from the environment and the resistance towards changes. It provides and 
understanding how and why new concepts are either rejected or accepted. The question of 
whether lifelong learning has been institutionalised, whether it has become a core activity, 
was studied through the perceptions and opinions of the members of the institution, as 
according to neo-institutional theory, the norms and rules emerge and are preserved in 
human interaction. Learning about the perceptions of the various members of the academe 
could shed some light to what extent lifelong learning has become a natural organic element 
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of the everyday life for these people, whether there is increased agreement on a common 
understanding and whether resources have been routinised (simplified summary of the three 
processes of institutionalisation according to Olsen 2007). The formal regulations by the 
state provide an external environment and the expectations towards the university. The 
increasing financial strains indicate that universities have to be much more active in 
manipulating this environment.  
Consequently, the analytical framework can be seen as following. The society/state has 
certain ideas and expectations of what tasks it wants university to do. These expectations get 
translated into laws, policy, resources, providing the environment. The existing value and 
belief system defines what the members of university institution see as acceptable change. 
Then, universities as institutions can accept these new tasks as a part of the organisational 
periphery (provided that they are set by law), or the ideas could be institutionalised into 
become a core activity.  
 




















4 Background information 
This chapter will present background information of the institution and system in study. First 
a general short overview of the Norwegian higher education system is presented; then, the 
focus turns on the developments of lifelong learning in Norway. The last section of this 
chapter gives some factual background information about the case – UiO.  
4.1 Norwegian higher education system 
The tertiary education system in Norway includes state university colleges, military 
university colleges, other university colleges, specialised university institutions, universities 
and tertiary education abroad. In addition to the tertiary education system there is also a 
well-functioning adult education system, including various training programmes for 
immigrants, adult education on primary, lower secondary and upper secondary levels, folk 
high schools, adult education associations and independent distance learning institutions 
(SSB 2007).  
Public higher education institutions have relatively much freedom in regards of the studies 
they offer, the ministry decides on which degrees (requirements for breath, scope and 
specialisation) the institution may offer. No requirements are being imposed on the 
institution in regards of the content of teaching, research or subject-oriented development 
work (KUF 2001).  
For students the education is ‘free’, that means that approximately 96% of the costs of the 
education are covered by public funds and generally in public institutions no tuition fees are 
charged (with the exception of some distance learning ventures), in 2007 the system 
included 223 607 students (SSB 2007). A recent trend has been increased student mobility; 
in 2002, some 14250 Norwegian students were studying elsewhere, that is a 96% rise over 
the course of the previous decade (EIU 2004).  
Research in Norway is carried out in three sectors – higher education, independent research 
institutes and industry; regarding funding, the institute sector is almost the same size as the 
higher education sector. Clear differences exist within the sector, a traditional division of 
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scientific labour. Except for NTNU, close relationships between higher education and 
industry are a new phenomenon (Gulbrandsen and Langfeldt 2004).  
Norwegian expenditure on all education as a percent of GDP is relatively high in comparison 
to the OECD average; however, there is relatively low level of private funding. Expenditure 
on R&D is relatively low in comparison to the Nordic standards and OECD average – 1,6% 
in 2001, owing to the small size of most Norwegian companies. Investment in R&D had 
decreased to as low as 1,53% of GDP by 2005, an important explanation to this is the sharp 
increase in GDP in the recent years (NIFU 2006a). In the 2007 state budget higher education 
was one of the ‘big losers’ with a moderate growth in finances for research, but decrease in 
the resources for higher education. Provided that the government had set the goal to increase 
investment in higher education to 3% of GDP by 2010, achieving the stated goals seemed 
increasingly unrealistic; it would require an increase from 29 billions in 2005 to 67 billions 
by 2010 (NIFU 2006b).  
Historically there have been some milestones in Norwegian higher education policy. Ottosen 
Commission (1965-1970)5 laid the foundations for a modern massified higher education 
system; Hernes Commission (1988)6 brought the integration of the two sectors and the 
creation of Network Norway7. Meanwhile, in 1995 there were doubts whether the rapid 
growth in student numbers raised questions whether for the state that was just a cheap way 
of handling unemployment (Aamodt and Arnesen 1995: 68). In the following period, 1995-
1999 the student numbers continued to rise (see Appendix 3, Table 12). As Aamodt (1990), 
Tjeldvoll and Holtet (1998) noted, the state policies in Norway gave clear signs of being 
consistent with international ideological trends in favour of the market economy and the 
demand for greater accountability from public institutions. The so-called Buer Commission 
presented its report ‘Ny Kompetanse’ [New Competence] in 1997 (for more thorough 
discussion see net section, 4.2). In 1999, the government launched the Competence reform 
(see section 4.2), putting new emphasis on lifelong learning. Mjøs Commission presented its 
report in 2000 (NOU 2000:14), and they brought out the importance of education in society 
and work life, suggestions about improving study quality (Skodvin and Aamodt 2001: 8). 
Mjøs Commission sets also more focus on output orientation and advises on more autonomy 
for institutional administration and management on financial questions, to give institutions 
better tools to react to a changing environment.  
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The White Paper ‘Do your duty – demand your rights’ was presented in June 2001, initiating 
the Quality Reform (St. Meld. Nr. 27: (2000-2001)). It put more emphasis on student 
achievement, strengthening the ties between students and institutions/teachers, but also 
clarifying the rights and obligations of students. Overall, the institutions received greater 
decision power, but that was accompanied with the introduction of an external quality 
assurance system. Quality Assurance was at the time a relatively new aspect in Norwegian 
higher education scene, being more commonly related to ‘quality development’ rather than 
assurance (Lycke 2004: 228). A new degree structure was introduced (3 + 2 + 3 Bachelor-
Master-PhD). Both the structural reform and the introduction of QA systems were also 
linked to the requirements of the Bologna Process. In 2003, the Ryssdal Commission started 
working on the proposition for a common legal framework for both public and private higher 
education (NOU 2003:25).  
Looking at the underlying principles of the HE system in Norway, one can detect the welfare 
state ideology. In 2000, Ministry of Education and Research (then Ministry of Church, 
Education and Research) presented an overview of the system (KUF 2001), where they 
stated the basic principles of the educational system in Norway to be:  
- a high level of education in the entire population 
- equal opportunity for all in access to education 
- decentralisation of educational administration 
- meeting long-term and short-term qualification requirements of the labour market 
- emphasis on a broad and general initial education, leaving specialisation to later 
stages and further training at work 
- lifelong learning (based on a ‘cradle to grave’ definition) 
- a comprehensive education system with easy transition between levels and courses 
Overall, the Norwegian system has many strengths – commitment to access and meeting 
social demand, commitment to regional needs, emphasis on quality, well above average 
public funding, regard for efficiency through differentiation in both teaching and research, 
effective consultation over reforms. Current reforms are mostly aimed towards making the 
institutions more responsive to the needs of the society and economy – reflecting 
competition in the global economy (OECD 2006). 
The latest development was the report presented by the Stjernø Commission in January 2008 
(NOU 2008:3). The report noted the increasing international competition and need for high 
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quality high education in Norway. The central elements of the report are emphasis on high 
quality research and accessible higher education. Higher Education in Norway is relatively 
fragmented, increasing the sensitivity to demographic change (expected around 2015) in 
smaller institutions. The report suggests more merging and a less clear difference between 
the university and college sector, and a clearer profiling of institutions. The report suggests 
that more competition between institutions would be beneficiary to increase quality.  
For more facts and numbers, see Appendix 3.  
4.2 Lifelong learning in Norway   
Nordic countries and Norway have a long tradition in adult education through various 
volunteer organisations (NOU 1997:25: 12). Lifelong learning in Norway takes various 
forms. There is the adult education system – including a large number of students and 
offering programmes from primary to higher education level courses. In addition there are 
further and continuous education courses and distance learning opportunities. In Norway, 
continuing education means that the participants are expected to have certain qualifications 
and that the course often ends with some kind of exam. It takes three forms: distance 
learning, part time and decentralised learning. Further education is more open, often without 
an exam and entry qualifications and the courses are often shorter.  
To a great extent this takes place external to the higher education sector. However, 
universities and colleges also engage in various ventures, either exclusively, or in 
cooperation with other organisations/institutions.   
Already in the 1960s some higher education institutions did offer further education courses 
in subjects such as medicine and pharmacy (Langholm et al 1999b), but a more clear focus 
on lifelong learning as a specific goal that was on the political agenda emerged during the 
middle of the 1990s (KD 2006). There was an existing adult learning law from 1976 and 
lifelong learning had been mentioned by Hernes Commission, so it was not the idea for 
lifelong learning that was brand new during the 1990s, but the political will to prioritize 
lifelong learning as an important element of advancing the labour market (KD 2006: 8)  
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The so-called Buer Commission presented its report ‘Ny Kompetanse’ [New Competence] in 
1997 (NOU 1997:25), which proposed a unitary policy foundation for all further and 
continuing education. At the time, lifelong learning was already a wide-spread phenomenon. 
In 1997 it was estimated that approximately 1 million adults took part in some kind of 
organised training/education (ibid: 12). The report gives the approximate number for lifelong 
learning students in 1996 to be: CE – equivalent of 11500 full time students; FE – ca 74000 
students. Most of the 26 universities and colleges in 1997 did offer lifelong learning courses 
– but the lifetime of the courses is often short and the total amount of courses is relatively 
small (ibid: 11). The report also referred to an earlier study from 1995 where 60% of the 
enterprises expected that their need for competence would increase in the following years 
(ibid: 9).  
The report also noted that the lifelong learning market is much more market-like than the 
one for usual students – providing a whole new set of challenges for the institutions – 
finding out about demand, setting up courses, the length of courses, and so on (ibid: 37). In 
order to compete successfully on this market, universities need to more flexible. The report 
suggests that universities should have greater freedom and flexibility in deciding and 
organising lifelong learning courses – in deciding to start up courses and asking payment of 
courses (ibid.: 38)  
The suggestions by the Buer Commission were put into action through the Competence 
Reform in 1999 (St meld nr 42 (1997–98)), putting Norway on the forefront of the 
international developments in the area of lifelong learning (KD 2006). The reform itself 
originated from the 1993 LO (Landsorganisasjonen i Norge [Norwegian Federation for 
Trade Unions]) resolution that everyone should have the right and opportunity for lifelong 
learning, though initially the measures concerned lower levels of education (primary and 
lower/upper secondary level) (ibid.). The people received a right for a study leave from work 
and accordingly provided loan schemes for such studies and tax relief for employer-funded 
studies. A new initiative was the idea of establishing a document system for non-formal 
learning. The government proposed more freedom for institutions in setting up lifelong 
learning courses and opened the possibility to charge fees for these courses (ibid.). The 
academic attitudes in Norway were reported to be rather favourable towards introducing 
such programmes, but staff had little time developing the programmes due to increase in 
student numbers in regular degree programmes. According to a study from 1991, 27% were 
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very satisfied and 43% were satisfied with teaching continuing education, only 5% disliked 
doing that, which approximates the rates for undergraduate teaching (Brandt 1999). In 1999, 
the Mjøs Commission presented preliminary reports on two issues: admission without formal 
qualifications (Realkompetanse) (NOU 1999:17) and organisation of commissioned courses 
in higher education (NOU 1999:18). In addition, in the end of the year, general funding 
issues for higher education were clarified, including also lifelong learning (NOU 1999:33). 
Lifelong learning and adult education are major elements in Norwegian educational policy in 
recent years. The emphasis has also changed – lifelong learning is now often seen as a 
continuous process through all age groups. It is seen necessary to lay a foundation for 
lifelong learning already in earlier education.  
In 2002, the Ministry of Education and Research started a project called 
“Kompetanseberetning” to widen the knowledge base for policy regarding competence 
building and contribute to developing a new way of thinking about knowledge and 
competence. The first cycle in 2003 concentrated on lifelong learning. Several documents 
were produced, including three shorter overviews, and two reports, one about the 
methodological/theoretical grounds, other presenting quantitative statistics. In the 
quantitative statistics presented, it was noted that while Norwegians are positive about the 
concept of learning, there is a relatively mild enthusiasm regarding lifelong learning, merely 
2/3 of the Norwegian population felt that lifelong learning is something that should take 
place through one’s whole life. With reference to Eurobarometer, the report notes that 37% 
of the population feels that lifelong learning is for people who performed inadequately in 
school (UFD 2003). 
In 2006, the ministry presented a report on the current situation of lifelong learning 
(“Tilstandsraport om livslang Læring”). The report summarized important elements of 
Norwegian lifelong learning situation and conditions. Around millennia lifelong learning 
was a concept rightly knitted to the labour market and CE and FE courses, later the 
definition is more close to the ‘from cradle to grave’ perspective (KD 2006: 9). There are 
distinctive features of the Norwegian system – for example the Study Associations. In 2006, 
there were 19 officially recognized Study Associations (Studieforbund) in Norway; these 
have altogether over 400 various member organizations. They had approximately 600 000 
students in 2006, divided into 43 000 courses. Aesthetic and crafts make up for about half of 
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the courses. The courses are of various length, with an average of 2,5 hours. There has been 
a significant decrease in the course offerings, while the amount of participants has remained 
approximately the same (KD 2006: 28). Other institutions and organizations that have a role 
to play are VOX (established in 2001), Norgesuniversitet (established in 2004 as an 
independent unit under The Department of Education and Research to promote flexible and 
lifelong learning). In addition, the increasing importance of independent distance learning 
institutions has to be mentioned - the two largest being NKS and NKI (KD 2006).  
According to the report from 2006 (KD 2006: 29-30), the coming challenges in lifelong 
learning are:  
1) adapting basic education for adults 
2) Norwegian language for minority students 
3)  More CE and FE-courses directed towards the private market.  
4) Small contribution of the university and college sector  
5) Increased ICT knowledge amongst the teachers 
6) Funding of living costs during lifelong learning courses  
The market for lifelong learning is estimated to be huge: a recent report by Norgesuniversitet 
referred to B.M. Johannessen, who estimated the market to be around 30 billion Norwegian 
kroners, with all the learning happening within the industry, it could be up to 50 billion (Aas 
et al 2002: 13).  This market is likely to provide incentives for universities who are 
struggling to make ends meet.  
There are different views over the enthusiasm Norwegian higher education institutions 
exhibit. A study by Brandt (2002) argued that Norwegian universities have become more 
active, being also willing to explore new markets (interdisciplinary and commissioned 
courses). However, the study also notes that there has not been a maximisation of the market 
share; the courses are linked to initial education and research. In general, the 2006-report 
(KD 2006) argued that the small enthusiasm of the HE sector in regards of lifelong learning 
can be seen as somewhat problematic. The reasons for the small contribution of the 
universities and colleges are that further education does not give study points (little 
motivation); while continuing education gives study points, but the set up is still more 
costly. There is also little scientific prestige for teaching these courses (KD 2006: 30).  
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4.2.1 Legal framework as of now  
Legally, lifelong learning as a whole falls under the responsibility of two different 
ministries: the Ministry of Education and Research and the Ministry of Labour and Social 
Inclusion. The responsibilities for universities are set under the University Law (LOV-2005-
04-01, nr. 15, Lov om universiteter og høyskoler).  
According to the University Law § 1-3 Universities and colleges have the responsibility to 
offer higher education based on the most recent within research, and disciplinary and artistic 
development and experience. The universities also have a responsibility to conduct new 
research and advance disciplinary and artistic knowledge; manage the resources effectively, 
actively search for new resources; contribute to spread the results from research and other 
developmental activities; contribute to innovation and value development; create 
possibilities for institutions staff and students can take part in societal discussions; contribute 
to Norwegian higher education following the international front; collaborate with other 
universities and colleges; and last but not least – universities are by law supposed to offer 
continuing and further education within the institutional profile. According to this, lifelong 
learning is a responsibility for all institutions to fulfil. Universities’ right for academic 
freedom is protected in the law (§1-4). Universities are also expected to have sufficient 
internal quality assurance measures.   
In addition to the University Law, of relevance is the Adult Learning Law (LOV 1976-05-28 
nr 35: Lov om voksenopplæring), covering all forms of adult education (primary, secondary, 
higher). The law declares that the state has the responsibility to offer alternative first time 
education for adults and further education in higher education institutions. In § 15 it is 
declared that these initiatives fall under the normal governance organs. However, a 
counselling body consisting of representatives from the labour market and society will be 
initiated according to state regulation.  
4.3 UiO – background information 
University of Oslo (UiO) was the first university in Norway, established formally in 1811, 
for a long time remaining the only university in the country. The university started with 4 
faculties – theology, law, medicine and philosophy, the last in 1860 divided into two 
faculties – history and philosophy, and faculty of mathematics and natural sciences. The 
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university continued with these five faculties for almost 100 years until in 1959 when the 
faculty of dentistry was added; in 1963 the faculty of social sciences was added; the latest 
addition was the faculty of education in 1996. The creation of the faculty of social sciences 
and education were in part based already existing subject areas under other faculties 
(Langholm et al 1999a: 8-9). All this refers to different length of tradition in the various 
faculties. Now, the university consists of 8 faculties, each consisting of several departments 
and centres (with the exception of faculty of theology which has no departments or centres 
and is monolithic). In addition to the faculties, there are also three museums, the library and 
other centres that are not directly governed under any faculty.  
Discipline wise, UiO is a combination of the newest disciplinary courses and also some 
exams that have been a part of the university since the very beginning. Exams such as the 
‘embetseksam’ in theology, law, medicine or linguistics, and the ex-phil exam have been a 
part of the university continuously since the beginning, though the content and names have 
changed somewhat through the years. The term embetseksam has been gradually replaced by 
‘degree’ (grad) in both the 1989 and 1995 and the following laws on universities. 
(Langholm et al 1999b). The recent reforms have introduced a new degree system based on 
a common framework within the Bologna process.  
The top leadership is called Universitetsstyret, a board consisting of 11 members that are 
elected for 4 years. University Rector leads the board, university’s Director is the secretary 
of the board. In addition to the rector and two other members are elected from the academic 
staff, one from the temporary academic staff. In addition the board has one person from 
administrative/technical areas, two students and four external represent. According to the 
law (§ 9-2) the tasks of the board should be carried out with the highest possible degree of 
openness and include setting up strategies for both education and research, have the 
responsibility of setting goals and planning resource needs in accordance with the 
institutions economy and resources, set norms for the leadership of the institution, decide 
upon intern organisation, propose yearly balance and coming budget proposals for the 
ministry. This means that in regards of the strategies and goals for the institution, the board 
has quite much decision power. Nevertheless – the development of strategy plans is an 
interactive process through dialogue with the various subunits within the institution.  
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University of Oslo is a relatively large university, having around 30 000 registered students 
in 2006 and approximately 4000 graduates (see Appendix 3, Table 13-14). There was a clear 
rise in the amount of new students in the mid-90s, but lately the number of entrants each 
year has stabilized and even decreased somewhat during recent years.  
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5 Lifelong learning in University of Oslo 
This part of the study presents the various empirical activities. The two central elements of 
the analytical framework – Olsen’s visions and the process of institutionalisation are 
explored through various elements. The balance between Olsen’s visions, the central values, 
is examined both through UiO’s strategy plans and through responses from academics – this 
is in order to pay attention to both rhetoric and perceptions of reality. The question of 
whether lifelong learning is being institutionalised is first examined through the 
organisational framework for lifelong learning and then through the perceptions and 
experiences of administrators and academic staff. Having examined the empirical data, a 
discussion on the institutionalisation of lifelong learning in UiO is being presented in section 
5.5.   
The chapter presents the relevant data as following: first, the strategy plans are explored to 
get a picture of the central goals and priorities within the institution. Then, the role of the 
central administration is being discussed, based on documental data and interview 
information. Next, the results of the interviews with the lifelong learning administrators are 
presented. Then, the results of the quantitative questionnaire are presented, exploring the 
perceptions and opinions of the academic staff.   
5.1 Priorities and goals – strategy plans 
Exploring the various strategy plans provides an interesting snapshot of the priorities and 
goal setting within the university. While one can always ask the question of rhetoric vs 
reality, the plans offer insight into what has been prioritized during the various periods, what 
topics have been central.  
5.1.1 1995-1999 
The strategy plan for 1995-1999 consists of 8 parts: values and objectives, framework, 
research, teaching, informing and external activities, cooperation and networks, 
infrastructure and organizational development and personnel politics. The process of 
developing the plan was reflective, there was feedback from the student parliament and 
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organizations, faculties, disciplinary units have been important contributors, the board has 
reviewed the strategy plans several times (UiO 1994).  
In the plan, very clear emphasis is put on values and tradition, being critical to the processes 
in society - “University of Oslo has a goal to be a national power centre for developing and 
transferring knowledge and recognition” (ibid.). It is stressed that UiO needs to hold the 
broad disciplinary basis and protect disciplines with little economic interest. The plan 
emphasizes improving the quality and strengthening already existing activities rather than 
taking up new ones. During 1995-1999 the main focus was seen to be research, because with 
the increased student numbers much energy had gone into teaching function. In regards of 
research, it was emphasized that ‘knowledge must first be created before it can be 
transmitted and applied’. Central to this increased quality research are diversifying external 
funding sources (EU framework programmes), increased allocative efficiency and internal 
priority setting. As an organization, the trend was towards more decentralization – giving 
departments greater flexibility for problem solving. This referred to greater demand for 
accountability in resource use.  
In regards of the teaching process, the emphasis is towards learning rather than teaching, 
with the students becoming the centre of the learning process. Important factors for 
achieving that are satisfying demand, coordination between institutions, and high quality.  
The increased demand for CE and FE is noted, and stating that the current situation is not 
satisfactory, the need to improve is stated clearly. The lifelong learning profile should 
include both academic and professional studies, but teachers are seen as one of the priority 
areas. Study fees are seen as a possible mode for financing the courses.  
5.1.2 2000-2004 
According to the plan 2000-2004 (UiO 2000), the three main functions of UiO as a 
university are to:  
- Create, conserve and transmit new knowledge. 
- Create a T&L environment that is based on high disciplinary and pedagogic 
competence. 
- Engage in society’s social, cultural, economic and technological development. 
The plan set clear goals for the plan period:  
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- To strengthen position as a research institution with various leading disciplinary 
centres. 
- To offer learning environment and study possibilities that put UiO among the leaders in 
Europe.  
Overall, the central line within the whole plan is quality. Quality is seen as a holistic process 
– increased financial flexibility, quality leadership and staff, a deep understanding of 
strengths and weaknesses, what quality is and how to achieve it.  In addition, there is quality 
developed by academics, referring to necessary improvements in recruiting, personnel 
politics, leadership and governance and economic policy. Increased concentration on centres 
of excellence is being hinted.  
The importance of offering an attractive learning and teaching environment is stressed. The 
responsibility for developing lifelong learning courses (FE and CE) is on the faculties, but it 
is argued that it is necessary to participate actively in the cooperation within Network 
Norway to develop and distribute UiOs CE and FE provision. The general value platform of 
the plan puts UiO as an institution between tradition and change.  
The 2000-2004 plan was followed up and evaluated to be used as a basis for the 
development of the plan for 2005-2009. During the 2000-2004 plan period the Quality 
Reform was implemented, institutional evaluation conducted, there was the establishment of 
NOKUT, internationalization was widened through the increased use of ECTS, there was 
doubling of mobility programmes and grants, advances in ICT and IT, and new web-based 
learning forms were introduced. The conclusion was that UiO has showed success in 
following up the goals from the previous plan period, but work there still was work to be 
done in the framework of the implementation of the Quality Reform. The Quality Reform 
was seen to have had a larger impact on the changes in education than the previous long-
term plan itself. From 2002, a more incentive-based funding mechanism was introduced – 
with a component based on producing credits, and a component based on producing research 
publications. Increased competition on the education market had been noticeable, with many 
colleges becoming or aspiring to become universities – establishing new master programmes 
and competing aggressively for research funding.  
It was concluded that the goal of being as good as the best in Europe had not been reached 
and would not be reached by the end of the plan.  
 53
5.1.3 2005-2009 
The pre-work for the new plan for 2005-2009 plan included a communication platform for 
UiO – Vision and Values, drafted by the academic council in autumn 2002. The central idea 
of the plan was: We shall challenge the limits of knowledge and give the individual and 
society knowledge for forming their future. In addition to the emphasis on performing well, 
the platform stresses integrity – “we are not for sale, we are not corrupted, we stand for what 
we think is right and we do what we think is right, independent of what the market forces 
might push” (UiO 2002). The main values were set to be: Challenge, Attention, Shine and 
Responsibility. The goal is to achieve a culture that can be characterized with the following:  
A culture that shines and challenges, that is attentive and responsible, a culture 
that can deliver its promises. It is not ‘one value per promise’, rather it is that a 
combination of the values is necessary to deliver all of the promises, and together it 
creates values and ‘personality’ (identity). (ibid.) 
The development of the new strategy plan was based on several drafts with feedback from 
nearly all of the subunits (departments and centres) and student representatives. The process 
included also open debates and a web-based discussion forum that was open to all students 
and staff. The plan itself went through some changes, but the main goals remained the same 
from the initial draft. Most of the criticism from the subunits went towards the structure of 
the plan and the overall expression (the unfinished feel of the draft, general vs specific, etc), 
rather than the actual substance – there was general agreement that research should become 
the focus again after all the years with the Quality Reform implementation.  
The final version (UiO 2005) is relatively clear in formulation and is divided into three main 
categories – ‘Identity and Profile’, ‘Primary Processes’ and ‘Resources’. The first chapter, 
Identity and Profile, is based partly on the Vision and Values document and generally holds 
a similar approach. UiO is seen on the one hand as a place for intellectual freedom, and on 
the other hand also a powerful place for new knowledge creation. The goal is to be both a 
university with a wide selection of disciplines, and also be more specific on and prioritize 
the top competences.  
In regards of the primary processes research is clearly prioritized – the resources and time 
available (which was mentioned with responses in the draft from nearly all the departments) 
are seen as central issues. The need to recruit new researchers, the need of cooperation and 
greater room for disciplinary innovation are also being emphasized.  
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Education wise, UiO is supposed to be on a high European level (slightly lower ambition 
than last plan period?). To improve the learner experience, the learning environment is 
stressed.  The education provided by UiO is to be research based, internationalization is to 
be an integrated part of the studies, external needs should be considered, there should be 
continuous improvement. CE and FE are mentioned, but briefly – it is stated that there is the 
need to develop more CE and FE courses.  
In addition, the primary processes chapter includes the Use of Knowledge part about 
transmission, innovation and consulting functions of the university. This sets clearly the 
university’s responsibility to be active in spreading knowledge in the society and to other 
institutions.  
The resources part of the plan provides a basis for the stated goals. UiO has ambitions to be 
a working place where the competence (and the advancement of this competence) of staff is 
central. The elements of ‘democracy’ are also emphasized – discussion and participation in 
decision processes are seen as essential – including input both from internal (students and 
staff) and external (society) sources. The economy of UiO should include more external 
funding, achieve better efficiency in the use of the existing resources and achieve a better 
goal-funding cohesion.  
5.1.4 Plans in comparison  
 
Strategy plan  
1995-1999 















*Strengthening position as a 
research intensive institution.  
*Keeping up tradition, while 
meeting the knowledge society 
challenges.  
*Widening access if possible, 
increasing quality of existing.  
*Increasing quality, 
international position as a 
research institution, offer top 
quality studies.  
*Institution between tradition 
and change.  
 
*Identity based on being a place 
of intellectual freedom and a 
‘power-place’ for the creation of 
knowledge.  
*Strengthen position as a 















n *Increased allocative efficiency.  
*Decentralizing processes  
*Critical review of resource use 
in administration and technical 
support.  
*Expectations on the 
international evaluation process 
to get insight;  
*Increase economical freedom. 
*Clearer steering, ambitions of 
being an open organization with 
greater efficiency,  
*Competence development  









*Wide profile, protect small 
units.  
*Basic research.  
*Improved research conditions.  
*Better leadership – the positive 
quality spiral.    
*Quality as the central element.  
*Economic freedom, more 
emphasis on top disciplines, 
recruitment;  
*Cooperation (Norway and 
Nordic)  
*Prioritized strongly.  
*Goal: Top20 in Europe and 
Top3 in Scandinavia.  
*Recruitment, more resources, 






*Widening demand if possible  
*Quality 
*Emphasis on learning (rather 
than teaching),  
*Ethical considerations 
*Graduation rates  
*Modernization of the study 
possibilities 
*Increasing quality.  
*Wide disciplinary base (with 
limitations) 
*Norwegian and Nordic 
cooperation.  
*Ambitions of being comparable 
to the best in Europe. 
*UiO on high European level  
*learner experience central 
(good learning environment, 
research based, 
internationalization, external 
needs, continuous improvement, 












*Need to widen in both 
academic and professional 
fields, elementary and secondary 
school teachers a priority area.  
 
*The responsibility for 
developing various CE and FE 
courses is on the Faculties.  
*Participate actively in the 
cooperation within Network 
Norway  
*FE and CE stated as one of the 





*Strong emphasis on the 
increase of quality in research, 
getting into the positive ‘quality 
sequence’.  
*Quality is the central theme of 
the whole document, especially 
the quality of research.  
*Quality assurance as a theme is 
little visible, quality as an 
element of the T&R is seen as 
vital.  
Table 9 – Comparison of strategic plans  
Looking at the comparisons, one can see small variations, but the general goals and 
objectives are to a large extent similar throughout the whole decade – UiO aspires to be a 
high-quality research-intensive university. Student learning environment is being stressed, 
teaching is to be research-based, high quality. Lifelong learning is mentioned in all of the 
plans, but somewhat marginally. Relating this to the analytical framework – the process of 
deinstitutionalisation of the ‘traditional university’, the ‘Republic of Science’ is not clearly 
identifiable. One can notice elements of ‘new thinking’ in the suggestions for organisational 
structure and administration. In the latest plan, goals such as more efficiency and clearer 
steering are mentioned; however, the democratic decision processes and identity as a place 
for intellectual freedom stress the more traditional nature of the university.  
5.2 Coordination of lifelong learning in UiO  
UiO makes a difference between FE – further education (etterutdanning) and CE – 
continuing education (videreutdanning). Further education in UiO started in the 1960s with 
the health professions – medicine, dentistry and pharmacy. These courses were offered in 
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cooperation with the professional organisations, with administrative tasks being divided 
between the two. Continuing education started also in the medical disciplines in the form of 
specialist and research education for doctors and dentists in the first half of the 1960s. In 
addition, various study possibilities for teachers are offered. In 1999, the only longer courses 
in lifelong learning were in health administration and dentistry (Langholm et al 1999b: 8) 
UiO’s section for further and continuing education was established in 1997 after the strategic 
plan 1995-1999 that put FE and CE as one of the priority areas. Now, the central 
administrative unit for FE and CE is called UNIVETT (Group for Continuing and Distance 
Education). In addition to FE and CE, the university offers other adult education, mostly 
language courses with no need for previous knowledge, target groups are both private and 
public sector employees.  
Another lifelong learning venture UiO offers is ‘decentralised studies’ – this means that the 
teaching takes place in another location than the institution is located at. This includes 
various initiatives in cooperation with other institutions such as Folkeuniversitet and AOF. 
(Langholm et al 1999b) 
The goal was also to include longitudinal statistical information on student numbers, 
however this provided to be impossible as no reliable statistical overview of the student 
numbers for lifelong learning exists at DBH (See Appendix 4, Table 15), the reporting 
system is not well functioning. Various departments keep some records of the students who 
have been involved in the various courses that are held, but no central overview exists.  
In 1996 there were 85 different FE courses with altogether about 7100 students and 59 CE 
possibilities with about 1200 participants. These numbers do not include doctoral level 
education, and additionally there are the courses that are administered by the professional 
organisations, but where university staff participates (Langholm et al 1999b). The amount of 
courses increased from 2006 to 2007. UNIVETT reports a 43% increase of courses from 
2006 to 2007, 135 courses were held in 2007 (UNIVETT 2008). Examining UiO’s website, 
37 lifelong learning courses were offered during spring semester of 2008. Of these courses, 
almost half (17) were by medical sciences, the rest being largely languages, but also other 
subjects, such as pedagogy or art history (for an overview of the courses from 2007, see 
Figure 7 in Appendix 4)   
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5.2.1 UNIVETT  
UNIVETT is the central organ coordinating university’s lifelong learning courses. The unit 
does not organize any courses itself, but functions as a linkage between the industry (and 
other external actors) and the faculties. Despite of this function, several of the administrators 
interviewed for this study mentioned that their contact with the external actors had been 
direct, without the interference or linkage from UNIVETT. A respondent on the faculty level 
argued that in other areas, the central administration has a much larger role, but regarding 
lifelong learning, the role of UNIVETT has actually been smaller than expected: “On the 
one hand they are a central unit, but there is so uneven emphasis on the faculties, so 
UNIVETT does little in bringing the faculties together”. It is difficult to see how lifelong 
learning would be equally important in all faculties in the near future, so the role of 
UNIVETT in this area remains complicated.  
Nevertheless, the role of UNIVETT cannot be underestimated either. Centrally, a Forum for 
Continuing and Further Education (Etter- og videreutdanningsforum) exists, that has a 
meeting once a month. The departments do share their experiences; there have been 
discussions in the newspaper, presentations and so on. This is supposed to serve as an arena 
to present ‘best practice’. There are also other informal networks for similar purpose, often 
within a faculty. One of the interview respondents on the departmental level mentioned that 
they also have had help from UNIVETT in the form of a course about marketing. It can be 
concluded that the role UNIVETT plays is somewhat varied and dependent on the particular 
faculty.  
UNIVETT’s website provides detailed step-by step guides in how to start up a lifelong 
learning course, about the funding routines and possibilities, about reporting and quality 
assurance. These sections do provide a simple and clear view in how to start up a course and 
what the possible challenges might be.  
UNIVETT is now attempting to start up a more effective mode to have data on student 
numbers. The departments have varied attitudes regarding this – some keep very detailed 
records, others have almost no formal statistics about the participation. Examining NSD 
(Appendix 4, Table 15), the student numbers seem unnaturally low and uneven throughout 
the years. In addition, there is the problem of ‘invisible students’ – this is the group of 
students who takes no formal lifelong learning course, but who are often registered as a 
single subject student. In order to have the possibility to participate in a course of choice, 
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many of the adult students register themselves as full-time students, but just take some 
courses and never finishing the degree. This kind of practice also means that the students can 
take the courses for free. These students are in essence lifelong learning students, but they 
provide extra challenges for the university financially, as they do not finish their degrees but 
take up study places. 
5.2.2 Plan for lifelong learning  
In 2007, a separate plan for lifelong learning (2007-2009) was introduced (UiO 2007). 
Lifelong learning received relatively little attention in the last overall strategy plan, so this 
plan provided several clarifications.  
The plan itself is relatively short, consisting of 5 sections. The various sections are: (1) 
Vision, (2) Goals, (3) From strategy for action, (4) Funding, (5) Further work. There are also 
two appendixes, one of them being an action plan for the study administration and the other 
one making a unitary basis for definitions. It was mentioned in the plan that there is some 
confusion around the definitions, both in the society, but also internally in UiO.  
The first section marks the importance of lifelong learning as a tool for UiO to be a learning 
organisation, engaged in society’s problems and needs. The central aim of the plan is to 
achieve greater professionalisation of the various lifelong learning routines and initiatives. 
Four goals were defined:  
1) The university should provide a solid framework for enabling the disciplinary 
environments to contribute to lifelong learning – development of clear administrative 
guidelines, alternative organisation of lifelong learning.  
2) UiO shall be aware of the market needs and appear as an attractive partner. 
UiO needs to increase its market knowledge and achieve a more close dialogue with 
the labour market.  
3) Lifelong learning shall be research-based and display UiO’s disciplinary profile. 
Lifelong learning will contribute to the teaching, research and transmission activities 
of UiO, therefore this activity has to be emphasised in regards of the number of 
courses and disciplinary breadth.  
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4) Lifelong learning provides disciplinary and financial rewards. Larger priority of 
lifelong learning will assure an increased knowledge of the labour market, increased 
disciplinary reputation, financial gains and a higher recognition from the society.  
The strategy plan refers to the law and to UiOs Strategy plan (2005-2009) that stated the 
need to further develop lifelong learning.  
The university leadership is calling for more externally funded lifelong learning courses, in 
order to be sure that lifelong learning does not come at the cost of traditional studies; UiO 
does not allow internal cross-subsidisation of lifelong learning courses. The various 
possibilities for funding and revenue are then seen as:  
 Commissioned courses  Other externally 
financed  





100% externally financed  
 




Break even  
Various further education 
arrangements.  
 
Free (for example Faglig-




Providing teaching for 
amends. Full financing 
from the commissioner. No 










master degrees and 
continuing education 
subjects that do not 
lead to an ordinary 
degree.  
 
No profit  
Use free resources for 
continuing education 
courses/subjects that 






Free for students 
Table 10 – Organising lifelong learning in UiO (Source: Plan for lifelong 
learning 2007-2009)  
While the strategy plan does set goals for lifelong learning, it is unclear how the goals would 
be achieved. Lifelong learning has been a priority since mid-1990s and in its essence the 
plan provides relatively little new incentives or goals for the faculties and departments.  
The section discussing further work does mention that it is still unclear what the 
expectations on UNIVETT are – to what extent it should function as a central coordinating 
unit. The faculties are encouraged to develop their own strategy plans for lifelong learning.  
However, the appendix, the Action Plan for the study administration, might have an 
important role in organising lifelong learning in the central administration level. It can be 
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assumed that with a clearer framework for action and better support structures, the processes 
around lifelong learning course start-up and administration would go much more smoothly. 
The plan has a list of goals specific for the administrative side and some of them seem of 
great importance – such as establishing routines for the admission of lifelong learning 
students and ‘market research’ tools for the departments. Nevertheless, the plan is still very 
brief, for example merely mentioning the issue of quality assurance. But there is little doubt 
that putting these 13 points into action (for the complete list, see Appendix 4 – Lifelong 
learning strategy plan: Action plan for study administration) would significantly ease the 
start-up and administration of lifelong learning courses.  
5.3 Interviews with administrators  
The interviews with the administrators revealed quite interesting differences. Further 
comparisons in sections 5.3.1-5.3.4 are just made between the four administrators that are 
directly responsible for lifelong learning courses – the respondents who have a more 
coordinating role on faculty level or from UNIVETT had a somewhat different focus and are 
briefly discussed in the remaining part of this section.  
The administrators from the faculty level were from two very different disciplinary bases 
(law and humanities), but the faculties did share some similarities, including that both of the 
faculties suffer in the new funding systems. One of them noted that it cannot consider 
starting up new lifelong learning courses, because the extreme lack of resources that has an 
influence on the traditional courses. In the other faculty, the situation was not as critical, but 
nevertheless the lack of resources was an element of everyday life. The latter of the faculties 
had several departments where lifelong learning initiatives are well on the way. There is also 
some concern on the new regulation within UiO that does not allow internal subsidizing – 
some of the courses are marketed to private persons rather than organizations, meaning that 
there is some price sensitivity. In addition, it is difficult to isolate the actual cost of the 
course. In general the second respondent reported that the atmosphere is somewhat of a 
status quo - waiting for the next move, what will happen next. It was also interesting to note 
that one of the respondents of the administrators directly responsible for lifelong learning 
(N1) noted that in his faculty, he was the only one responsible for lifelong learning, no 
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faculty level coordination existed. In general, the respondents both on department and 
faculty level noted that UiO’s strategy seems to be very unclear.  
Regarding the interviews with the four hands-on level administrators, the respondents were 
dominated by humanities, but the experiences with lifelong learning were varied. One of the 
respondents was from a small faculty where there are no departments, but the respondent 
was nevertheless included in the ‘hands-on’ level discussion.  
N1 was from a department in a relatively large faculty that has not been struck as hard by the 
new funding systems. It has a large number of traditional students and earns enough money 
by producing credits there. Lifelong learning is a relatively low priority, no clear strategy 
exists to provide the courses and there is little continuity.  
N2 is from a small faculty, organized as one unit. The emphasis on lifelong learning is much 
more conscious, being the only one where the respondent only had responsibility for lifelong 
learning, rather than this being an extra activity to ‘regular work’.  
N3 represented an department that has quite a long experience with lifelong learning and a 
relatively focused and structured strategy to get customers. Around the millennium shift a 
project to get commissioned courses was started, this meant funding grants and one 
administrative position that was made exclusively for lifelong learning activities. The 
comment on the process of becoming more knowledgeable of the possible customers and the 
marketability of the department’s subjects was: ‘knowledge costs – blood, struggle, sweat, 
tears and cash’. 
N4 represented a department that is somewhat struggling with funding, having many small 
scale subjects. This has lead to an interest in lifelong learning courses as a possible extra 
source of income. The department is in a start up phase with the courses, but shows great 
enthusiasm.  
5.3.1 Strategies for lifelong learning in your unit  
The approaches towards lifelong learning were significantly different. N1 noted that lifelong 
learning is ‘more a personal interest. It is just not seen as important in this faculty’, while 
N2 noted that whilst in other units lifelong learning often seen as third grade activity, in their 
unit that is not the case, in N3 indicated that the department had received a start up grant and 
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had a very structured approach for lifelong learning, though the beginning was still based on 
some enthusiasts who took the topic as close to their heart. In N4’s department, the approach 
was also relatively structured, though still in start up phase. All of the respondents said they 
saw both the public and private sector as possible markets for their courses, though the 
emphasis was somewhat varied. N1 explained the expected sectors: “Both public and 
private, we have no direct strategy, the closest would be the public sector, it is logical based 
on the disciplinary. Private – we haven’t had the opportunity /…/ But this is not seen as that 
we principally will not have courses for the private sector. .I think that if we think about 
marketability – we could attract a large number of potential customers”. For the other three, 
teachers were an important market, as a result of the ‘Kunnskapsløftet8’, though two of them 
also had pilot courses for possible other customers and the third one had well established 
contracts with large public organizations: “We have a lot of projects – long-term public 
cooperation, but also newer projects with advertising industry, but also with large 
companies – open for a lot, as long as there is some disciplinary base/challenge”. While  the 
market consciousness was high, N2 emphasised that it is “important not to become a bounty 
hunter for the private market – to understand that the competence and knowledge we have is 
something to be proud of. /…/ Important not to let the market define the knowledge!”.  
In regards of the ‘market position’ they have, three interviewees (N2, N3, N4) noted that 
they are aware of the competition, one said they even adjusted their prices accordingly in 
order to be competitive. N1 did not regard this as very important – the competence in the 
department was seen so valuable that they would have no problem selling the courses with a 
bit more aggressive marketing. However, all of the respondents agreed that UiO as an 
institution did provide some competitive edge - whether it was alumni returning, or alumni 
from other institutions who saw UiO as a quality place. As N3 noted, “I think that for some it 
means a lot. We have seen this in regards of teachers. Now, there are many others who sell 
courses to teachers because of ‘Kunnskapsløfte’, so we have sent out large market surveys  
to many hundred teachers and school leaders, and it does show that they want to come to 
UiO, it has prestige”. N1 made a similar argument: “Our department has a good reputation 
as well, so I think it has also something to do with whom you are trying to appeal to”. N3 
noted that their department had made a market survey in 2005-2006, it was clear that UiO 
could sell courses just by being UiO.  
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Of the various current problems noted by the respondents, the problem mentioned by all of 
the respondents was time. The lack of time of the academic staff is often mentioned, but for 
coordinating lifelong learning, this issue was relevant for the administration as well – 
lifelong learning students take a lot more coordination than usual students, they have more 
problems and they need more guidance. In addition, just one of the respondents was 
concentrating on lifelong learning full time, meaning that for the rest, coordinating lifelong 
learning was an addition to other work.  
As problem areas, it was mentioned that there could be more start-up money from the 
ministry, that the academics have little time, but also the fact that their market for lifelong 
learning courses does not have a ‘large wallet’. 
5.3.2 Motives  
The motives (economy vs enlightenment) were dual. While all of the units valued the 
enlightening motive of lifelong learning, the units with a more critical financial situation saw 
the possible income as a very important factor. N1, being from a relatively ‘rich’ department 
saw the balance as this: “If one thinks economically, yes I can understand why it is seen 
important, but I think there should be other incentives. /../ I see it as us having an enormous 
amount of knowledge and a responsibility to spread it.”  N2 summarized the viewpoint of 
the department as more balanced: “The goal is enlightening the society, but the framework is 
economic”. N3 was also emphasizing the enlightenment role: “Money plays a role, but first 
and foremost they field has to be challenging, interesting, of quality”. Most clearly 
economically oriented was N4: “In the situation the department is in at the moment, I would 
say that lifelong learning, how to put it… it tempts most where one can show clean profits, 
no matter how large they should be. While the opinions on the importance of the economic 
factor varied in regards of the optimism about possible profits, there was indication from all 
of the respondents that lifelong learning might be an extra revenue source in the future.  
5.3.3 Development 
The practices in the development of courses and the type of courses that were wished were 
somewhat varied. N1 noted that they were mostly interested in open courses for the public 
sector – they saw no problems in earning the money back, even with just 15 participants. 
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Currently the department is offering their its first commissioned course, that was also aimed 
at the public sector. N2 argued that they have a semi-open course system – the market is 
profession-based and the participants can register themselves, but they have a relatively 
good overview on how many participants they can expect. N3 argued that they are interested 
in both, but lately there have been fewer open courses. They had previous experience with 
open courses: “First, we tried to have open courses we would advertise in Aftenposten 
[newspaper], so whoever was interested could register. We had very bad experiences with 
recruiting – we could send out 10 000 e-mails and various kinds of advertisements to 
newspapers and different networks, and then we would have 8 who want to take the course 
and then you have to cancel because of the economic losses. So we decided that now we 
want commissioned courses, also to seem more professional. It is not that much fun if people 
who have expecting to start a course see it being cancelled- we felt that it didn’t show us as 
professionals’. N4 also saw commissioned courses as the only way to go: “The reason why 
we want commissioned courses. To put it this way – the recommendation was mine. It was 
easier to ‘sell’ a lifelong learning activity to the leadership if you could guarantee that there 
would be no losses.” This last quote also implies that the leadership in the various 
departments is engaged to a various degree. While N4 had to ‘sell’ the idea to the leadership, 
N 3 noted, for example, that their leadership is very involved and interested and actually 
takes much of the initiative.  
The process of initiating a course is different, in the case of N1 and N2 the initiative comes 
from internal sources – administrative or academic. N2 argued that: “We ‘sell’ lifelong 
learning with the idea that there the academics can try out things they couldn’t otherwise. 
This provides variation in developing courses”.  In the cases of N3 and N4, the first step is 
taken by the enterprise or organization interested in the course. In all cases it is being 
emphasized that the process is a dialogue, to achieve what the ‘customer’ wants, but without 
compromising disciplinary quality and content, N3 noted: “Most times this is not a problem. 
There is a reason why they come to us as a university- it is supposed to be a bit heavy and 
difficult content”  
In regards of continuity, it was just N2 who reported that they have courses that are held 
several times, for the rest if the cases this was a problematic area, but it was reported to be a 
goal for the future.  
 65
Having adult students provides a set of challenges different from usual degree students. The 
participants are already out in the labour market, so a different approach to pedagogical 
questions has to be taken. N1 noted that they just focus on courses without credits, with a 
small amount of participants (up to 15), so the courses are mostly in seminar and lecture 
form, with two-way interaction. In the case of N2, the lifelong learning courses were seen as 
a possibility to try out new things. In addition, they used widely Fronter, also in more 
innovative ways (videos, podcasts and so on). But in their case, this was not exclusive for 
lifelong learning courses; a similar approach was also for the traditional courses. For N3 
lifelong learning was initially a greenhouse for starting with Fronter at its time. They also 
tried to have a fully web-based course, but at that time it received little interest. However, 
the respondent thinks that it might be different now when web-based studying has become 
more widespread. For N4 there are various projects for innovative learning tools, they have 
also started one course that is completely web-based. This is a part of a degree course, but as 
it is 100% web-based it can also be sold as a lifelong learning course.  
All of the respondents also agreed that they are open to external lecturers and cooperation to 
offer the courses. However, there was scepticism in regards of having too large external 
involvement (N4). N2 noted that while they have used external lecturers, they find it 
important to keep the competence within and use as many local people as possible.  
5.3.4 Intra-departmental response  
In general, and not surprisingly, the administrators did not report of a very enthusiastic 
response by academics. There are some who are interested in the concept, but the impression 
the administration has, is that the majority of academic staff sees it as an extra that takes 
time away from other activities. N1 explained: “Academics do not see it as important. This is 
also during evenings and so on, but those who do participate, earn good money on this. 
Most of the academic staff is not very receptive, I know of 3-4 who might agree to 
participate, who might find it interesting. Reasons to the lack of interest can be various – 
they do not know what lifelong learning really is, no experience. But money does work as an 
incentive for some, those who are not the oldest, who are used to having lectures elsewhere 
as well.”  However, another respondent noted that the academics who have been involved in 
general are positive after the experience, though the problem is that they are already 
overburdened with work. The professors show in general little initiative in new projects, but 
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the positive cases do come up, for example N4 reported that their last project in fact started 
from one academic’s personal interest.  
5.4  Academic staff  
It is important to get a balanced overview of disciplines, and the four involved departments 
do represent the various subject categories (hard-soft, pure-applied; see, for example, Becher 
1994). However, two of the cases are from one faculty (MN), and the case departments in 
this section of the study do not match the administrators interviewed.  
The departments had varied experiences with lifelong learning. Two of the departments were 
in the ‘top 3’ regarding the amount of lifelong learning courses offered in 2007 (unit ‘D’ and 
‘B’ in the data presentations), the remaining two provided a very different background – the 
first showed definite interest in lifelong learning and a strategic approach towards course 
development (administrator N4, unit C), the last department showing relatively little 
emphasis on lifelong learning (administrator N1, unit A). The low interest in lifelong 
learning in the last department is also confirmed by the fact that there were merely two 
respondents to the questionnaire, possibly indicating a generally low interest in the topic.   
The response rate and general issues around the questionnaire were already discussed in 
section ‘1.5.4.3 – Web-survey’, in addition to the more central tables/figures presented out in 
text, various tables and figures can additionally be found in Appendix 5. 
In the questionnaire sections about the UiO profile, UiO and lifelong learning and the 
contributions of lifelong learning to professional profile were included consisting amongst 
other things of various statements, with an ordinal scale from 1 to 6 where 1 represented 
‘Strongly disagree’ and 6 represented ‘Strongly agree’. This allowed dividing the answers to 
positive and negative, those who would rather agree up till strongly agree and those who 
would rather disagree to strongly disagree.  
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5.4.1 General information and professional profile   
In general it can be said that the age groups are relatively well covered (see Table 17 in 
Appendix 5), in comparison the average age for UiO staff is just above 40 years (NSD). 
Gender wise, over 80% of the respondents were male (Table 18).  
65% of the respondents were tenured and 35% non-tenured (Table 19), all of the ones who 
did reply were also full-time employees (Table 20). Taking the largest groups of 
respondents: professors and førsteamanuensis, then the percentages for male/female were 
87,5/12,5 (Table 21). According to NSD, in 2007, in UiO as a whole the percentages for 
professors are 76/23 and for førsteamanuensis 62/37. It is however not clear whether this 
somewhat more male-dominated result is already due to the sample, the choice of disciplines 
or merely coincidence due to the small sample size.  
The large majority (over 80% of the respondents) reported teaching as a regular part of their 
professional activities (Table 22) The working experience provided also a varied picture, 
from people with under 5 years of experience to people who have worked in higher 
education (and also UiO) for over 30 years (Tables 23-25).  
5.4.2 Teaching mission and UiO’s overall profile  
This draws together two sections from the questionnaire. The first focusing on how the 
respondents would define the teaching mission of UiO. The alternative missions included 
missions that were derived from Olsen’s university visions.  
65% felt that UiO was the place to keep up academic ideals, 30% agreed that UiO represents 
a plurality of ventures and 4% would describe UiO as an institution following national 
priorities. It is noteworthy that there was also the fourth option, suggesting a more 
entrepreneurial and innovative approach, but this was not preferred by any of the 
respondents. Provided that there were somewhat divided opinions, the next idea was to see 
whether this has any relation to the disciplinary background people have (to shorten the 
table, the labels were shortened to ‘Unit’ and ‘Teaching mission’, see appendix 5, table 26-
28). While there is a connection between the variables, it is not significant (possibly due to 
the small sample size); therefore no generalisations or estimations to the population can be 
made.  
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The next section includes the questions on how the respondents view UiO as a university – 
to what extent do they experience that UiO is under pressure to change, to what extent would 
they describe UiO as an elite research institution and whether UiO is an institution with a 
broad scope of disciplines.  
The question whether UiO could be seen as an elite research institution received more varied 
answers (Table 29). Now, it should perhaps also be mentioned that this variance can be 
caused by the various definitions people have of what an ‘elite institution’ would be like. 
Nevertheless, approximately 60% of the respondents chose to agree to the statements to a 
various degree, selecting values from 4 and up.  
 
Figure 2 – Survey data – UiO profile (1) 
The largest agreement was found under the question on UiO and whether UiO has a broad 
set of disciplines and caters for a varied student body, where there was very little variation 
and all of the respondents answered on the positive side of the scale, almost half of the 
respondents picked the highest value, (47%) agreed strongly to this claim. 
 69
 
Figure 3 – Survey data – UiO profile (2) 
When looking at the question of external pressure, the views were strongly skewed towards 
agreeing that UiO was under pressure to change, around 86% of the respondents selected the 
various levels of agreeing on the scale. This does refer to a larger uncertainty amongst the 
academics about the pressures around the university.  
 
Figure 4 – Survey data – UiO profile (3) 
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5.4.3 UiO and lifelong learning  
The questions in this section concerned the position and function of lifelong learning 
(spreading knowledge and/or financial motive for the respondents’ own department or other 
departments), the existence of sufficient resources for lifelong learning and whether lifelong 
learning was being promoted by fellow colleagues and the administration.  
The first question was quite directly about whether the respondents felt that lifelong learning 
is a part of UiOs teaching mission. In total, the respondents were almost equally divided in 
being positive or negative (56% selected values 2-3, on the negative side of the scale, Table 
30 Appendix 5). It is interesting that no extremes were selected, but it is difficult to 
speculate over the reasons. However, the divided appreciation of lifelong learning shows 
quite clearly that over half of the academic staff still does not see lifelong learning as part of 
the core activities of UiO.  
 
Figure 5 – Survey data – UiO teaching mission 
The next two questions were regarding the support systems around lifelong learning. 77% 
rated the statement as on the negative side, while there were none who completely agreed to 
the statement. In total, there were only five people who rated the statement with a 4 or higher 
and only one who stated it as 5. The control question was whether more resources would be 
needed. There was obvious significant negative correlation between the two, and there was 
also relatively large agreement that more resources are needed. But although it is 
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acknowledged widely that there are not sufficient resources, around 40% of the respondents 
pick values from 1-3, referring to that they to some extent do not agree that more resources 
are needed (Table 31-32).  
The next questions referred to the perceived functions of lifelong learning. As many as 41% 
did not agree with the statement that lifelong learning is a tool to spread new knowledge. 
Again it has to be noted that the extreme values were not used, so there was no one strongly 
disagreeing or strongly agreeing (Table 33).  
The question about lifelong learning and its financial function, its potential to contribute as 
an extra income, again the extremes were relatively avoided, but there was a large 
percentage (over 80%, Table 34 in Appendix) of the respondents who did agree to this to 
various extent.  
 
Figure 6 – Survey data – Lifelong learning as a potential market for income 
The next two questions were regarding whether the respondents experience that lifelong 
learning is being promoted by the administration or fellow academic colleagues (Table 35-
36). In both of the cases, the answers were relatively negative, especially in the case of 
academic staff, the experience was that over 90% (!) felt that lifelong learning is not 
something their colleagues are promoting, only just about 10% reported that they experience 
it, but even there the value selected was just above the neutral line.  
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5.4.4 Personal experiences with lifelong learning  
This section attempted to establish an added background picture of the respondents. Have 
they been a teacher or an initiator of a lifelong learning course? If not, would they consider 
it? Do they have ideas for lifelong learning courses that have not initiated? Do these factors 
have an effect on how they felt about lifelong learning? 
Almost half of the respondents had previous experience as a teacher of a lifelong learning 
course (Table 37). However, another 17% would agree to be involved if the opportunity was 
provided, 30% were unsure and just one respondent (4% of the total) reported that they 
would decline if the opportunity rose. This does to an extent show a relatively favourable 
approach, adding those who have already been involved and those who would definitely do 
it about 65 % are positive and the large majority of the rest are unsure due to various 
reasons. The question was followed by an open question – so people who voted ‘no’ or were 
unsure could provide explanations, but the possibility was not used much. Out of the three 
who replied, one reported an already too large work load, another reported little connection 
with research interests and the third one argued that his/her priorities lied in the ordinary 
teaching activities.  
While around half of the respondents had experiences as a teacher of the course, only 39% 
reported that they have experiences being a developer or an initiator of the course (Table 38 
in Appendix). However, 35% reported that they do have ideas for lifelong learning that have 
not been put to life. Three out of four of those respondents who had no prior experience as a 
teacher for a lifelong learning course, but who would consider it if the opportunity was 
provided, reported that they do have ideas that have not yet been put to life (Table 39). 
Perhaps this indicates that there are no good communication routines to initiate the possible 
projects?  
Looking at the responses to whether the respondents experienced that their department had a 
strategy for lifelong learning and making a cross-tabulation with the department, it was 
interesting to see that the responses varied in most of the departments (Table 40). The only 
department where there was no disagreement was the case A, but in that case there were 
merely two respondents. In general 73% of the respondents felt that their department did not 
have a strategy for lifelong learning. This shows that there is still lack of awareness and 
room for better information channels on department level.  
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5.4.5 Contributions of lifelong learning to professional work 
This section included 6 various aspects that lifelong learning experiences could contribute 
to. The respondents could either agree or not agree on a 6-point scale. The statements 
referred to lifelong learning being:  
a) an interesting teaching experience with motivated students from professional 
background  
b) feedback from students/professionals already in the labour market  
c) inspiration for the use of new teaching methods 
d) possibilities for networking with professionals outside the university 
e) new ideas and inspiration for research subjects 
f) financial stability for the department/centre  
In addition, an opportunity to add own answers in an open question was provided. The last 
question was open and asked how lifelong learning has influenced ordinary teaching.  
The first six statements were first evaluated by sums and means to identify which ones were 
seen as more important than others by the respondents (see table 41 in Appendix 5). The 
various factors did receive somewhat different scores; the highest value was for feedback 
from students/professionals already in the labour market and the lowest for financial 
stability.  
Sadly enough, as often the case with open questions, not many answered the question 
whether lifelong learning has had any influence in their usual classroom teaching. The four 
who did answer, gave all negative answers (three ‘no’ and one ‘minor’). However, on the 
other hand, over 70% rated the interesting experience with motivated students as something 
they agree with (values 4 and up) (Table 42). 77% found that they would agree to various 
extents that it provides good feedback from professionals from the labour market (Table 43). 
Another 54% agreed to that it can inspirational for using new teaching methods (Table 44).  
It was a rather positive response to whether lifelong learning provides possibilities for 
networking – 59% picked the positive side of the scale. Whether lifelong learning could 
provide financial stability, the responses were a bit more sceptical, but nevertheless – around 
45% felt that they would rather agree, agree or agree strongly. (Table 45) 
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It was fewer who agreed to some extent that lifelong learning can provide new research 
topics, but it was nevertheless over half the respondents and almost one third of the 
respondents picked values 5-6 in the scale (Table 46). It was merely one respondent who 
strongly disagreed that lifelong learning has a potential of providing new research topics.  
Looking at this section, there seems a great deal of potential for positive experiences with 
lifelong learning, especially as a tool to get feedback, be a greenhouse for new teaching 
methods, but also to find new research topics.  
5.5 Discussion  
The various elements analysed provide a varied picture. The external norms and regulations 
are set by the state, requiring lifelong learning to be a part of university life.  
Taking Olsen’s (2005) 4 abstract visions as a starting point, the Norwegian system exhibits 
elements of various visions. In regards of these visions being widened to various possible 
approaches towards the teaching mission, academics who work in UiO see UiO mostly as a 
tradition-heavy institution or a place with a plurality of understandings. The most widely 
spread understanding of the teaching mission as the protection of academic ideals (65% of 
the respondents) does match the goals and objectives stated in the strategic plans and the 
ideas voiced in the communication platform for UiO – Vision and Values. The survey also 
indicates strong agreement of UiO catering to the needs of the society, educating diverse 
students and having a broad set of disciplines. There is a relatively broad agreement that UiO 
is under pressure to change, this corresponds to the clear intention from the state for 
universities to become more responsive, more service-oriented and flexible. It seems that 
these change processes have not yet entered the everyday norms in UiO. There is an 
increased awareness of the pressures, but the underlying ideals are still largely traditional. 
However, the small response rate of the survey has to be mentioned, therefore the results of 
the survey have to be taken with a certain element of caution. 
In regards of lifelong learning, there is great enthusiasm at the central administration level, 
in UNIVETT. There are relatively ambitious plans which, when fulfilled, could smoothen 
way to start up and manage courses. While relatively marginally represented in the last 
overall strategic plan, lifelong learning is mentioned as a goal and lifelong learning has its 
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own administrative unit, its own strategic plan and a good deal of very enthusiastic people 
working on it.  
Looking at the replies from the interviews, they provide a very varied picture – there are 
great variations between the practices in the various departments. It is important for this 
experience to be shared in a more effective way also between faculties rather than within 
faculties and small networks. In addition, to achieve more effective work in the area, lifelong 
learning should also be defined as a more clear responsibility area – who is responsible for it 
in the departments, how much time should they allocate for this, and so on. It seems to be the 
case that in some departments lifelong learning is someone’s personal project, rather than a 
clearly understood plan and strategy. This is also mirroring in the answers the academic staff 
gave, 73% claim that their department does not have a plan for lifelong learning. Even if the 
small sample is influencing the result, the responses are still of interest, provided that 
lifelong learning was already mentioned in the mid-90s strategy plans and is a legal 
responsibility?  
In the best scenario a greater emphasis on lifelong learning would mean a separate 
administrative position for someone dealing only with lifelong learning issues, such as in the 
case of N2, as all of the administrators interviewed agreed that lifelong learning was much 
more time-consuming than coordinating traditional teaching, to a great extent because of the 
lack of routines. Looking at the current strategy plan for lifelong learning, this issue is being 
dealt with, but it remains to be seen whether the goals in the plan will be achieved.  
While over half (56%) of the respondents in the survey do not see lifelong learning as a part 
of the core in regards of the teaching mission, the rest of the survey provides some positive 
elements. Looking at the last section, the contributions lifelong learning provides, there 
seems to be a great deal of potential for positive experiences with lifelong learning, 
especially as a tool to get feedback, be a greenhouse for new teaching methods, and even to 
find new research topics.  
In addition, three out of four respondents who had no prior experience as a teacher for a 
lifelong learning course, but who would consider it if the opportunity was provided, reported 
that they do have ideas that have not yet been put to life. While this is a small number of 
overall respondents, considering that the relatively mild response from academics is often 
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referred to, perhaps this just shows that there are no good communication lines to initiate 
possible projects? 
The question is whether lifelong learning has been institutionalised? Coming back to Olsen’s 
(2007: 3-4) description of the process of institutionalisation, the three elements were: 
- Increasing degree of agreement on code of conduct, practice and principles, certain 
modes of behaviour are seen as ‘natural’. 
- Increasing degree of agreement in how to explain and justify rules of behaviour, 
emergence of common vocabulary, understanding, expectations and success stories. 
- Access to resources is routinised and ‘taken for granted’. 
It seems that the process has started, while the study was not longitudinal, based on the 
information gathered form the interviews, it could be argued that there is increasing 
agreement that lifelong learning is something necessary and something UiO should engage 
in. While lifelong learning is still not a natural process in UiO, about half of the respondents 
picking the positive side is already a relatively high result, provided that the academics’ 
reluctance towards lifelong learning often gets mentioned.  
A common vocabulary has emerged in some departments, but not in all. There are success 
stories and there are disciplines where this has already happened long ago, especially in the 
health professions. There are also non-health disciplines that have managed to become active 
on the lifelong learning market, but this is quite clearly not institution-wide. 
For large parts of the university, access to resources concerning lifelong learning is not 
routinised in this case (almost no continuity); rather there is a lack of necessary resources 
and in some departments a more strategic-minded thinking in how to modify the 
environment in order to get them.  
Looking at this list, it would seem that lifelong learning is in the starting phase of being 
institutionalised. There is an increased agreement that this is something UiO should engage 
in and that it is something positive. The estimates are that the market is worth 30 billion 
Norwegian kroner annually, this provides certain incentives. But there is still a long way to 
go before this becomes a organic part of the core of the institution.  
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In order to achieve success in the market, it is hereby seen vital to have clarity of the 
strategies and goals. The University of Oslo might have a certain lead in the market for its 
position as a quality institution, but without clear and focused strategies in the area, the 
market might be filled by other actors who do take this seriously. This could potentially 
mean significant financial losses in the future.  
UNIVETT has a definite potential in being more active in this role, provided that none of the 
administrators in fact mentioned the role of UNIVETT in getting their contracts. It was 
either through own interest or external actors approaching the university. In addition, as 
mentioned in the strategy plan goals – it is important to have clarity over the role UNIVETT 
should have.  
Lifelong learning does not just happen by itself; by relying on the enthusiasm of a few 
employees it is difficult to reach a wider audience. Provided that many of the problems 
voiced by the administrators are also covered in the Action plan under the Lifelong learning 
strategy plan, it could be that the situation will be rapidly changing within the next few 
years. In addition, the responses gotten from academics in the survey also refer to a good 
deal of positivism and openness. Whether this is actually representative of the moods in all 
of the departments and their members, one cannot say for certain due to the low response 
rate, but it does provide a starting point.  
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6 Conclusion 
A quote from a methodology class comes to mind: “It is one thing to claim revolution, it is 
another thing to implement it”, while from a different context, it is also relevant here. 
Lifelong learning is a popular topic for politicians; it has become a widespread 
understanding that lifelong learning is vital in the knowledge society. But there still seem to 
be questions around which actors should be responsible for it. This is also the situation in the 
Norwegian system – lifelong learning is both the responsibility of the Ministry of Labour 
and Social Inclusion and the responsibility of Ministry of Education. Provided that lifelong 
learning concerns to a great extent people already in the labour market, this makes sense, 
however, it can also mean diffusion of responsibility.  
Nevertheless, in the European context, Norway was on the forefront of adopting the ideas 
and developing the legal framework for lifelong learning, having major developments in the 
area already in the mid-1990s. Universities are not the prime arena for the delivery of 
lifelong learning, but they are legally bound to include this in their activities. So one could 
assume that the conditions are there for lifelong learning to become a more organic part of 
the profile, but has it happened? I will address this question through reflecting upon the 
research questions of this study.   
How does UiO define its teaching mission (strategy plans), including the role of lifelong 
learning at UiO?  
The teaching function does include lifelong learning as a clear responsibility of the 
universities. Otherwise, the definition of the teaching function is relatively traditional – to 
provide research-based quality education. This does translate to the university mission 
statements. UiO defines its teaching mission as ambitious, being a high-quality educational 
institution in Europe. However, despite being prescribed in the law, lifelong learning is 
hardly prioritized in the current strategy plan development discussions and the following 
strategy plan. There is a separate administrative unit and there is a separate strategy plan, but 
this is also perhaps a good example of how lifelong learning does not yet fit in with the rest 
of the activities. UiO seems to be more concerned with the quality of its traditional teaching 
and general research output and quality at the moment.  
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How is lifelong learning being coordinated at UiO? What challenges can be identified? 
According to the study here, the academics feel that there are increasing external pressures 
on the university. Recently, there have been a series of large reforms, the aftermath of which 
are still influencing the everyday life of universities, the new routines need to be 
internalised. Perhaps expecting lifelong learning as a high-priority area would be unrealistic. 
In the departments where the administrators were interviewed, lifelong learning was still to 
an extent their own ‘personal hobby’. There are obviously more professional approaches in 
the medical sciences and it appears that there were some departments who started up lifelong 
learning courses in the mid-1990s, when the first wave of lifelong learning discussions 
emerged. However, aside from a few departments, the general approach is still one that puts 
lifelong learning in the periphery. The development is very uneven through the various 
faculties and departments – in some faculties there exists faculty level coordination, in others 
it is lacking completely. There is the central administrative unit (UNIVETT), but also in this 
case, the responsibilities should be more clearly defined.  
How do the academics employed by UiO characterise the role of lifelong learning in their 
professional work (teaching)? 
In this case, academic staff did not view lifelong learning as a part of university teaching 
mission. While it is to an extent acknowledged that it is useful to spread knowledge to a 
wider audience, there is also a strong financial underlying motive, dividing lifelong learning 
from the more ‘noble’ goals of scholarship. However, when discussing the possible 
contributions, there seems to be a relatively high level of enthusiasm around the possibilities 
and possible contributions. So perhaps something is about to change?  
Are there disciplinary differences in the role of lifelong learning at UiO?  
This is the most difficult question to answer, as the sole influence of discipline is difficult to 
isolate. There certainly is a difference, lifelong learning in certain disciplines is much more 
usual, such as the health professions, but also languages and other more ‘easily marketable’ 
subjects; other departments have to be more creative in finding possible markets for their 
subjects. Regarding academics, the conclusions were difficult to make, as the background 
data for the departments was so different. It is difficult to identify whether the different 
responses are due to the different disciplinary background or just due to the existing 
experiences with lifelong learning (this can also be influenced by other factors than 
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discipline, such as the administrators’ personal interest in organising the courses). Hence, 
any conclusions on the disciplinary effect are not possible to make.  
Based on the information gathered here, the teaching mission has not been changed. This 
confirms the case of thinking of universities as institutions – while some of the conditions 
are in place, the process of institutionalisation takes time. In addition, there is also 
widespread understanding of the external pressures and dependence on resources that this 
environment can provide. In times of more performance based funding and financial 
scrutiny, as mentioned by a respondent ‘it wouldn’t be stupid to diversify the funding 
sources’. Looking from this perspective, the case (the rhetoric used by the respondents both 
in the interviews and the questionnaire) does relate to the general remarks in the literature 
examined in Chapter 3 (3.2) that there is increased financial rhetoric in universities; there is 
more awareness over the financial realities and the need to produce study points.  
The contributions and possible positive effects of lifelong learning have been recognized 
(even by an increasing amount of academics), the legal framework is there. What is missing?  
There is still some uncertainty with respect to the role lifelong learning should be having – 
to what extent should this in fact be a responsibility of universities. Universities are in the 
possession of large amounts of advanced knowledge, but whether lifelong learning would be 
one of the primary mediums to transfer this knowledge to a wider audience, is still unclear. It 
appears that a much clearer division of labour between the various higher education sectors 
and institutions needs to be found. Perhaps a more eminent question to answer for many of 
the actors involved is not to what extent lifelong learning has entered the core, but whether it 
should do that? From the data examined here, it seems that while there are a number of 
enthusiastic actors, there is still some uncertainty around this question.  
Another issue concerns the funding of these courses; the view held here is that in the case of 
UiO, there still is some focused funding lacking to help the departments in the start-up 
phase. Universities in Norway are at the moment in an increasingly tight spot, in UiO there 
are departments who experience the negative consequences of new more performance based 
funding and dependence on credit points production. This means that there are no free 
resources to start projects where the short-term payoffs are difficult to identify; this could be 
the case with more innovative lifelong learning pilot projects. In addition, allocating 
resources for lifelong learning courses from the ordinary study budget is now not possible in 
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UiO – this kind of cross-subsidization is not allowed from 2008 on. The courses have to be 
100% externally financed or based on credit point income. This puts a break on many of the 
developments, limiting the possibilities for departments to come up with open courses and 
solutions that are not commissioned by a certain customer.  For UiO, it would be vital to 
achieve better continuity in the course offerings, larger continuous contracts that would 
provide a basic income for lifelong learning for the departments.   
The previous literature examination revealed a relatively wide-spread agreement that the 
European university is in a process of being transformed, the systems designed to inhabit the 
elite cannot deal with the massified and universalised student numbers. There is 
globalisation of ideas, democratisation of knowledge and widespread changes in how the 
government is seen to be doing its job best. There are also other less direct changes that 
might have an effect on how teaching as a whole is being understood. The new generation of 
youth, sometimes called Generation Y, has now entered the universities, in the years to come 
they will also be increasingly members of the staff, perhaps altering how transmission of 
knowledge is being understood and how the role of universities is being defined and 
understood. The diversifying of the student base has been a topic in higher education for 
decades – referring to mature students, students with various socio-cultural backgrounds, 
women in higher education and so on. However, it could be that now it is the society is 
changing and the so-called traditional student along with it. What consequences will this 
have on knowledge production, transmission and subsequently – universities?  
The questions are also relevant for the Norwegian system in general, and perhaps also in the 
global context. First, to what extent should universities engage in lifelong learning activities, 
or should this be coordinated in some other way outside universities? The view here is that 
the question of responsibilities has not yet been answered sufficiently in a larger scale.  What 
are the motives for universities to engage in lifelong learning – enlightening purposes or 
purely financial, seeing lifelong learning as a potentially lucrative market?  If the case would 
be the latter, what effects does that have on the institutional core of universities?  
When one thinks back to the question that was central to this thesis - to what extent has 
lifelong learning entered the core in the various countries and how is this influencing the rest 
of university education? There is a variety of possible practices within one institution; this 
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variety is multiplied by variation within a system and between systems. Continuing to study 
these systems and variations in a comparative perspective would definitely be of great use.  
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Notes 
                                              
1 Laurillard (2000: 133) noted that the potential of new technologies changing the way of teaching and 
research will eventually be realised, but that the central question is whether it will be the universities on 
the forefront of this change. Until now, despite the long-lasting discussion empirical evidence on how to 
“drive, rather than be driven by, the new learning technologies” (Laurillard 2000: 135) is still hard to 
find. A common argument is that if teaching is passing on knowledge to students then through web 
students have access to the very best lecturers – why still go to the classroom? Laurillard (2000) compares 
the situation to what a few centuries ago printing was seen as. It is important to consider the external 
versus internal pressures – pressures from external actors to renew curricula versus the needs of the 
subject field.  
In their highly debated report on the situation of e-learning, Zemsky and Massy (2004) emphasised that 
while E-learning started off with big promises and big investments, it is still unclear what people mean 
with e-learning (distance learning, course management systems or computerized courses) and their 
research indicated that the e-learning market had declined rather than increased.  
2 Guy Neave in his editorial for a special issue of Higher Education Policy points out that Academic 
Freedom and knowledge economy are contradictory, as academic freedom in its definition of “the right to 
pursue Truth where so ever it shall lead” does not fit with the processes that shape the knowledge 
economy where universities are becoming more and more like the service sector. (Neave 2002) Can 
universities exist without academic freedom? Academic freedom is, after all, at the very core of the 
mission of the university (Altbach 2001) Can academic freedom be modified into something more 
suitable?  Academic freedom is very dependant on context: “universities can only be as flexible, as 
responsive, as progressive, as enlightened, as vital as the broader political traditions of their societies 
allow. Academic freedom cannot exist unless those who support universities agree to let it exist” 
(Rothblatt 1995: 25). Neave comments on that by saying that “whatever is written by autonomy as an 
enduring characteristic, it is very fragile and is easily redefined, for good or for ill, by governments, 
should they so wish” (Neave 1995: 66). Rothblatt argued that universities will never have complete 
autonomy because the freedom is never complete and the social contract keeps changing (Rothblatt 1995: 
26).  
3 As the developing countries are striving towards massification of higher education, the western world is 
already facing in many cases universal higher education and the challenges it poses. Trow (1970) wrote of 
higher education becoming more of a “compulsory” education due to massification.  He was the first who 
identified it as movement from elite to mass higher education and from mass higher education into 
universal higher education. The set of challenges that massification creates, is quite varied. An obvious 
challenge is that, in most of the western countries some kind of private contribution to the costs of 
education is seen as necessary, because the costs of educating such numbers of students are just 
impossible for the nation state to cover from tax money. There are other problems on the very basic 
production unit level: massification creates tensions in the teacher-professor relationship due to the 
increased student amounts and teachers wish to use more time for research (Clark 1993: 358). But the 
expansion of higher education has also had some less direct effects: “The expansion of higher education 
rendered it more vulnerable to a powerful mix of ideological orientations that were already gaining 
momentum. Institutional autonomy was effectively displaced by prescriptions driven by faith in market 
forces that prized competition and privatisation, tightening governmental accountability mechanisms, and 
extending economic instrumentalism into the content of teaching and research activities. The increased 
size, complexity, and costs of higher education intensified state and public scrutiny, which in turn 
dramatically affected the inner workings of higher education systems.“ (Gumport 2005: 115). 
4 An interesting view on the changing image of universities was brought up by J. J. Williams (2001): one 
thing is analysing the university from the academic viewpoint, seen internally, trying to see the changes, 
but the idea of the university has changed also in the public and mass media in what he calls “cultural 
imaginary” – movies, general media reports and representations, policy statements and so on. He brings 
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out the example of the “Nutty professor” from a Hollywood movie that pictures the “average academic” 
quite differently from the ivory tower that the academics would like to see themselves in (Williams 2001) 
“These popular images from the earlier to later “nutty professors” mark a decided shift in professional 
definition. /…/ they project a course from teacher to researcher to entrepreneur (Williams 2001: 19). 
5 Ottosenkomiteen (1965-1970) laid the foundation of a modern mass higher education system in Norway 
(Skodvin and Aamodt 2001: 7). The universities were relatively resistant towards the idea of 
massification, which resulted in the introduction of the college system. 1970s meant expansion and 
change for all sectors, however biggest budgetary growth went into the college system (Bleiklie and 
Høstaker 1994: 307). Along with the massification came the diversification in student body in (female 
students, mature students). Along with the rest of the public sector, the 70s was a decentralisation period 
for higher education.  
Already in 1982 there was reporting of the “renewed interest in the contribution of higher education to 
national economic well-being” (Kyvik and Skoie 1982: 183). Overall, universities were seen as adapting 
too slowly to new social needs, so in the first half of the 80s, universities were asked to reallocate 
resources (Aamodt 1990: 176). The market-discussion emerged: “stronger market orientation and 
tendencies towards a more indirect model of governance are two important features of higher education in 
Norway in recent years. Influence from the market is seen in both education and research.” (Aamodt 
1990: 171). The market forces were described as an ‘indirect model of market governance’ (ibid: 
180/181). Aamodt (ibid) brings out two aspects of market effects: vocationalism and growth of external 
funding.  
6 Hernesutvalget in 1988 was another milestone in Norwegian higher education history.  The commission 
suggested increased integration of the sectors. Two structural changes followed: the creation of ‘Network 
Norway’ and the establishment of research academies (in the spirit of US graduate schools) in order to 
provide a framework for postgraduate education. One of the new topics in Hernesutvalget was the 
promotion of life-long learning in different forms (Skodvin and Aamodt 2001). Overall, the reforms were 
reversing some of what happened in 1970s and priority increasingly shifted back towards universities. 
Funding was increasingly based on output, not mere student numbers, and restrictions were applied at 
entry to some previously free subjects (Bleiklie and Høstaker 1994: 308).  
7 ‘Network Norway’ idea meant the disbanding the idea of parallel higher education systems in Norway – 
unifying the college and university sector under the same umbrella, building up a network of institutions, 
in practice that meant the merging of many institutions (Skodvin and Aamodt 2001). In 1995 a new Act 
on Higher Education for universities and colleges was introduced, for the first time the two sectors are 
governed together. Additionally, the law delegates much power to the boards of the institutions, 
decreasing the state centralisation. The number of institutions was decreased significantly, from 98 to 26. 
Kyvik (2002) analysed the outcomes of the reform and noted that since the reform, the colleges have 
gotten more competent and professional leadership, more status; however, other goals such as cost-
efficiency and improving teaching and research have not yet been fulfilled. 
8 Kunnskapsløftet – Is the new reform on basic and secondary education, including a series of changes in 
the content, structure and organisation from the first stages of basic education to the last parts of 
secondary education. The reform was started in 2006 and from autumn 2007 it concerns pupils from 1-
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Appendix 1 – Interview guide  
 
 
- Strategies for lifelong learning in your unit  
o The market?  
o strengths and weaknesses 
o competition 
 
- Motives for lifelong learning  
o Economy vs enlightening  
o Current economic situation  
o Future scenarios?  
 
- Development 
o Type of courses 
o Process 
o Continuity  
o Cooperation 
o Pedagogical challenges  
 
- Staff and academic response  
o Who teaches these courses?  
o The general reactions (change?) 




















Appendix 3 – Norway in numbers  
 
Norway Higher Education/Training 
Area: 385,155 km²  
GDP (total/PPP): $ 72305,51  
(2006 estimate)/ $ 46,300 (2006 
estimate) 
Population: 4 681 100 (2006) 
Population density: 14 per km2 
Regional division: 19 counties 
(fylke), 431 municipalities 
(kommune)  
Coordinating body: Ministry of Education and 
Research (Kunnskapsdepartementet)  
Students in HE: 223 607 (SSB 2007)  
Public expenditure on HE: 2,1% of GDP (covers 96% 
of the finances)  
Table 11 – Norway in Numbers  
Ministry of Education 
1990-1991 Ministry of Education and Research  
1991-2002 Ministry of Church, Education and Research (KUF) 
2002–2005  Ministry of Education and Research (Utdannings- og 
Forskningsdepartementet - UFD) 
2006-… Ministry of Education and Research (lit. Ministry of Knowledge) 
(Kunnskapsdepartementet - KD) 
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Student numbers in Norway (total)  
Institution 1990 1992 1994 1996 1998 2000 2002 2004 2006
Other 
Colleges 
- 1 - - - - - -
Other  
Org. 
- 4017 4190 - - - - - -
Regional 
Colleges 
828 7089 6614 - - - - - -
Medical 
Colleges 
25 418 2772 - - - - - -
Technical 
Colleges 
- 3016 795 - - - - - -
Pedagogical 
Colleges 
- 45 7353 - - - - - -
Art  
Colleges 
- - 319 713 746 780 810 842 824
Private 
Colleges 
- - - - - - 26579 24686 24191
State 
Colleges * 
- - 29507* 76278 79931 80990 80047 89706 83003
Universities 46225 56849 63149 73709 73955 73521 74038 71446 80559
University 
Colleges 
610 3704 6252 6834 6583 6693 7179 70399 4854
SUM  47668 75139 120951 157534 161004 161983 191719 194080 193430
Table 12 – Student numbers in Norway (Source: DBH) 
*State Colleges created in 1994 when 98 regional colleges were merged into 26 state 
colleges. 
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Appendix 4 – UiO 
UiO in numbers  
 
Graduates 1990-2006  
UiO 1990 1992 1994 1996 1998 2000 2002 2004 2006 
Humanities 51 637 711 367 375 735 605 825 867
Law 173 443 452 604 671 667 487 433 499
Math&Nat.Sc. 120 735 863 543 505 568 378 409 571
Medicine 66 177 239 241 281 343 215 270 321
Dentistry 5 58 47 60 58 60 50 56 95
Social Sc.  109 713 738 414 397 733 561 830 920
Theology 4 9 18 32 39 45 36 31 53
Education - - - 80 95 166 621 570 695
Central Adm. - - - - - 242 149 - -
(not specified) - 191 169 - - - - 2 20
Kollegiet/centre
s 
- 31 24 - - - - - -
SUM  528 2994 3261 2341 2421 3559 3102 3426 4041
Table 13 – UiO graduates 1990-2006 (Source: DBH) 
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Registered students (total) 1990-2006  
Unit 1990 1992 1994 1996 1998 2000 2002 2004 2006
HF 6236 5380 5587 7593 7202 6486 6662 8105 7868
JUS 4693 3624 3492 5004 4768 4114 3925 4128 4234
MATNAT 4559 4247 5334 5594 5755 5255 4698 4909 4594
MED 1170 1374 1378 1378 2035 2269 1909 2052 2088
ODONT 280 268 289 298 377 367 365 394 427
SV 5419 4431 5096 5960 5869 5467 5739 6735 6546
TF 282 494 423 422 401 376 408 471 438
UV - -  - 2175 2056 2219 2520 2458 2544
Ex Phil 5029 3661 3332 6326 5616 5152 5874 532 416
Kollegiet/ 
centres 
216 522 602 22 13 30 16 23 13
SLS-centre 211 267 152 - - - - - -
Central 
Adm.  
- -  - - - 24 34 34 33
(not 
specificed) 
431 890 1090 482 207 78 28 534 870
SUM  28526 25158 26775 35254 34229 31837 32178 30375 30071
Table 14 – Registered students at UiO 1990-2006 (Source: DBH) 
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Appendix 4 - Lifelong learning in UiO  
Registered Students (Decentralised learning, Part time 
students) + Further Education   










1990 28 526 (NA) NA NA NA 
1991 31 131 (NA) NA NA NA 
1992 25 158 (NA) NA NA NA 
1993 26 072 (NA) NA NA NA 
1994 26 775 (NA) NA  NA  NA  
1995 28 026 (NA) NA NA NA 
1996 35 254 (11 744) NA NA - 
1997 35 284 (9 869) NA NA - 
1998 34 299 (9 237) NA NA 7 452 
1999 33 047 (8 567) NA  NA  - 
2000 31 837 (8 735) NA NA 7 768 
2001 31 940 (8 608) NA NA - 
2002 32 178 (9 918) NA NA 6 104 
2003 29 759 (8 876) NA  NA  2 947 
2004 30 375 (8 383) 636 (2,09%) 964 (3,17%) 3 263 
2005 30 573 (8 546) 949 (3,10%) 808 (2,64%) 3 387 
2006 30 071 (7 910) NA NA  1 706 
Table 15 – Registered students (+ decentralised learning, part-time and 





EVU courses in UiO (2006-2007) 
 
 
Figure 7 – Lifelong learning courses at UiO (2006-2007). Source: UNIVETT 
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Lifelong learning strategy plan: Action plan for study 
administration 
Action Goal  




2. Revising the study administrative routines for lifelong learning. Develop 
clear guidelines and good user tools (FS, admission)  
EVU1  
3. Develop tools for better financial steering within lifelong learning 




4. Find apropriate organisational location (periphery, central administration, 
locally in the sub-units, etc) and responsibility areas for the central lifelong 
learning unit (councelling, administrativ, etc).  
EVU1 
EVU4  
5. Develop support services for the disciplinary environments, for example 
market analysis and relation building as a support service for the development 
of lifelong learning  
EVU3 
EVU1 
6. Revision of UiOs website and web-catalogue for lifelong learning EVU2 
7. Make visible the further education students who participate in ordinary 
teaching. Development of new routines for applicants, eventually need for 
own admission frame for further education students.  
EVU1 
8. Continued emphasis on the lifelong learning offers for the school sector 




9. Develop a good overview over UiOs existing external cooperation partners 
and contracts within teaching activities 
EVU2 
EVU4 
10. Establishing contracts with actors in the labour market, including 




11. Use UiOs alumni network for increased profiling and recruiting for 
lifelong learning  
EVU2  
12. Quality assurance of lifelong learning EVU1 
13. Coordinating of ICT, digital learning tools and pedagogic competence 
connected to flexible learning forms.  
EVU1 
Table 16 – Lifelong learning strategy plan (Source: UNIVETT) 
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Appendix 5 – Survey data  
General information   
 








































Table 25 – Survey data – Work experience in higher education and work experience in UiO  
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Teaching function and UiO profile 
 
Table 26 – Survey data – Teaching mission and department  
 
 









Table 29 – Survey data – UiO profile  
 
 
UiO and lifelong learning  
 
Table 30 – Survey data – Lifelong learning and UiOs teaching mission 
 
 




Table 32 – Survey data – UiO support system (2) 
 
 
Table 33 – Survey data – Lifelong learning and transmitting new knowledge 
 
 












Table 36 – Survey data – Lifelong learning is being promoted by academic 
staff 
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Personal experiences with lifelong learning  
 
Table 37 – Survey data – Previous experiences with lifelong learning (1) 
 
 
Table 38 – Survey data – Previous experiences with lifelong learning (2) 
 
 





Table 40 – Survey data – Strategy vs unit 
 
 
Contributions of lifelong learning to professional profile  
 








Table 43 – Survey data – Contributions (2) 
  
 













Table 47 – Survey data – Contributions (6) 
 
